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Abstract
This study examined the strategies and practices implemented in a preschool
classroom to successfully address social-emotional learning (SEL) for preschool children
with intensive needs. There is a gap in the literature regarding how preschool teachers
integrate instructional practices and SEL in preschool classroom settings with challenging
student behaviors. The study identified and analyzed the experiences of coaches and
teachers using embedded SEL strategies and instructional practices to support the needs
of challenging students. The study employed semi-structured interviews to identify the
perceptions of teachers and coaches as to what strategies and supports worked best in
three types of preschool classroom settings that were serving students with challenging
behaviors.
The qualitative study used the Collaborative for Academic, Social, and Emotional
Learning (CASEL) as the framework for this research. The findings suggest that
preschool teachers and coaches should use a detailed curriculum with embedded SEL
strategies consistently to decrease challenging behavior. Teachers and instructional
coaches were able to apply SEL strategies aligned to CASEL because the strategies were
embedded in the curriculum. Additionally, more findings concluded that conflict
resolution skills should be embedded throughout the day to help students become selfregulating and independent problem solvers. The final finding indicates that it takes a
team approach to support a child with challenging social needs. The team should consist
of the classroom teacher, instructional coach, caregiver, or parent and a social worker.
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Chapter 1: Introduction
Student Social Experiences
To grow up in a healthy and responsible way, individuals need to have the ability
to learn from their own emotional and social experiences (Cohen, 1999; Elias et al.,
1997). According to Greenberg et al. (2003), school-based learning is predicated upon
interpersonal relationships and social-emotional skills vital to academic success,
classroom citizenship, and an inclusive education. Having an awareness of oneself and
others provides a solid foundation for academic learning. Social-emotional learning
(SEL) should be an essential part of a child’s educational journey, along with reading,
writing, math, and other pertinent areas of development (Cohen, 1999; Jones & Doolittle,
2017). SEL is a process used to develop social-emotional skills while acquiring the
ability to recognize, understand, and manage emotions (Nathanson et al., 2016).
SEL provides an avenue for individuals to have respect for democratic values
(Cohen, 1999). There is evidence that SEL competencies are critical not only for wellbeing and relationship quality but also for academic success (Durlak et al., 2011;
Heckman & Kautz, 2012; Levin, 2012). Additionally, as the field of SEL continues to
emerge, evidence from a variety of researchers has surfaced within the past 20 years
(Cantor et al., 2018; Durlak et al., 2011; Jones & Khan, 2017; National Commission on
Social, Emotional, and Academic Development, 2019; Osher et al., 2018; Taylor et al.,
2017). The array of research has increased the interest of educators and policymakers to
provide SEL programming to support pre-K through 12th-grade students inside and
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outside of school communities (Jones et al., 2019). Furthermore, SEL gives classroom
teachers an opportunity to empathize and work more effectively with colleagues, and it
increases their ability to work with parents. Today, many educators are advocating for
initiatives to promote SEL in classrooms, hallways, playgrounds, and schools (Brackett et
al., 2019).
To enhance SEL, focus may need to be directed to three groups: students, students
at risk, and educators (Cohen, 1999). According to Hemmeter et al. (2015), training and
coaching supported by feedback to classroom teachers is an effective method for
implementing evidence-based SEL instructional practices. Denham et al. (2012) indicated
that classroom teachers are essential emotional socializers who provide children with
experiences that promote emotional competence and the development of psychological
adjustment. Gunter et al. (2012) determined that SEL skills help classroom teachers and
students to manage themselves, relationships, and work.
In addition, when a teacher-student relationship begins to form, it can provide
support for students who have intense behavioral challenges and a lack of socialemotional skills (Dominguez et al., 2011; Spilt et al., 2010). Classroom teachers should
establish the following guidelines to be developed for SEL programs in classroom
settings: (a) talk with colleagues; (b) attend workshops on SEL; (c) assess the curriculum
to determine which SEL skills, information, and attitudes are being addressed; (d) work
with school officials to assess skills in the building and determine what is missing;
(e) develop a plan to enhance SEL development with students; (f) borrow curriculum
from a variety of companies to preview; and (g) visit schools that have a strong SEL
emphasis (Cohen, 1999; Elias et al., 1997). Educators benefit from an understanding of

2

their significant role in a student’s life. Classroom teachers cannot easily separate
classroom academics from promoting the growth and development of students’ socialemotional well-being. As a result, teachers typically work toward supporting the whole
child (Cohen, 1999; Darling-Hammond et al., 2020). Fixsen et al. (2010) stated that
providing accommodations for support and training for early childhood educators can
create opportunities for behavioral support. Also, supporting a combination of effective
SEL interventions and implementation practices can lead to positive experiences for
children and classroom teachers.
Elias et al. (2003) stated that SEL is critical to the biological and social success of
a student’s legacy and heritage. Even in the worst of circumstances, many children in
inner cities can overcome numerous adversities as a result of their experiences with a
caring adult who models positive SEL strategies (Elias et al., 2003). Comer (2003) stated
that children need to form healthy emotional relationships with their classroom teachers
and adults to ensure that they function well in a classroom setting: “When children are
developing well, and when they feel emotionally connected to their school, then children
can learn” (Comer, 2003, p. 13). Additionally, McClelland et al. (2017) stated that
“When children participate in SEL interventions, not only can their behavior improve, but
we may see changes in their brain structure and function” (McClelland et al., 2017,
p. 35).
Researchers, therefore, may need to consider the possible benefits of including
SEL interventions, training, and professional development for preschool teachers in their
research. It may be important to use professional development to help teachers model
SEL skills to manage a child’s behavior in order to improve a child’s social-emotional
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needs (McClelland et al., 2017, p. 37). According to Cohen (1999), there are three
overlapping ways to address SEL in schools: curriculum-based and non-curriculum-based
SEL programs, SEL perspectives for at-risk students, and SEL for educators in the
classroom (Cohen, 1999). The model for integrated and coordinated systems to support
the development of all children is shown in Figure 1.1 (Cohen, 2007).

Figure 1.1
Integrated and Coordinated Systems to Support the Development of All Children

Note. The continuum involves three system levels that support the academic and socialemotional development of all students. The different sizes of the circles represent the
numbers of children served by each system. Reprinted from “Social and Emotional
Learning: Promoting the Development of All Students,” by J. E. Zins & M. J. Elias,
2007, Journal of Educational and Psychological Consultation, 17(2–3), 233–255.
(https://doi.org/10.1080/10474410701413152). Copyright 2007 by Taylor and Francis
Ltd.
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Systems of prevention and support seek to promote the integration of socialemotional competencies for all students (Cohen, 2006). A system of prevention
represents the avoidance of intensive problems by promoting social and emotional
competence rather than immediate intervention. The system of early intervention for atrisk students identifies who is at risk, what behavioral challenges need to be addressed
and what programs and supports can help the student (Cohen, 2006). Systems of
treatment provide a differentiated array of support to address students with challenging
behaviors. Finally, the school, family, and community partnerships collaborate and
leverage resources to support the needs of student by providing the appropriate resources
to address psychological or social-emotional behaviors (Cohen, 2006).
Classroom Teacher Concerns
Many classroom teachers in school districts have concerns relating to SEL (Collie
et al., 2011, 2012, 2015a, 2015b; Jones & Doolittle, 2017; Schonert-Reichl, 2017). For
example, early childhood educators face challenges with successfully implementing SEL
strategies within classroom settings (Collie et al., 2012). Some classroom teachers choose
to use nonverbal and verbal strategies for SEL, such as tone of voice, suggesting how to
problem solve, and assigning tasks (Ng & Bull, 2018). These strategies are often hard to
embed throughout the day due to lack of time, lack of resources, and a need to prioritize
academic curriculum (Ng & Bull, 2018). In addition to these barriers, many classroom
teachers find it exceedingly difficult to address classroom behavior and disruptions
relating to students who cannot regulate their emotional reactions in a respectful manner
(Lopes et al., 2012). According to Jennings (2014), classroom teachers enter the
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classroom with predetermined levels of social-emotional competence, which can impact
the quality of learning, including the amount of emotional support offered to students.
To date, a variety of research has been conducted regarding classroom teachers’
concerns about SEL (Denham & Brown, 2010; Farrell & Collier, 2010; Larsen &
Samdal, 2012; McEwen & Sapolsky, 1995). However, there has not been enough
evidence to support how classroom teachers should be trained (McEwen & Sapolsky,
1995). According to Larsen and Samdal (2012), the best way to understand what
classroom teachers need is to ask them about the training process. Other researchers have
determined that studying the effects of classroom teachers’ personal development as it
relates to SEL programming is vital to the success of integrating instruction and SEL
skills (Denham & Brown, 2010; Larson & Samdal, 2012).
Farrell and Collier (2010) determined that little consideration has been given
toward understanding the views and concerns of classroom teachers regarding personal
and professional development for social-emotional training. Early childhood educators
have continuously identified the need to address challenging behaviors of children as one
of the significant challenges of their jobs and thus, it has become a primary training need
(Friedman-Krauss et al., 2014). Therefore, it may be beneficial for educators to receive
training in evidence-based strategies to address SEL within a classroom setting (Gresham
& Elliott, 2014). SEL strategies continue to be valuable resources for many educators to
use as a tool to remove barriers and educational hindrances in communities and
classroom settings (Durlak et al., 2016).
According to Wu et al. (2020), instructional coaches are often used to deliver jobembedded professional development for classroom teachers, even though they have
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limited evidenced-based models and assessment-driven resources. Wu et al. (2020) also
stated that, just recently, validation measures have begun to surface regarding the
effectiveness of evidence-based coaching behaviors as it relates to a classroom teachers
workstyle. According to Denton and Hasbrouck (2009) and Kraft et al. (2018), a
developing number of classroom teachers in the United States receive professional
development through instructional coaches. Denton and Hasbrouck (2009) stated that
instructional coaching requires collaborative practices, the use of data and assessments,
goal setting, and feedback. Instructional coaching was also designed to improve a
classroom teacher’s practice through ongoing feedback cycles based on observations and
modeling classroom practices (Denton & Hasbrouck, 2009).
Additionally, Fettig et al. (2016) concluded that group coaching in preschool
classroom settings indicated an increase in SEL skills after preschool classroom teachers
received group coaching support for the implementation of the Pyramid Model. The
Pyramid Model is a positive behavior intervention support plan (PBIS) that is an
evidence-based framework used to support instruction and decrease challenging
behaviors in early childhood classroom settings (Fettig et al., 2016). Group coaching
originated from practice-based coaching protocols (Snyder et al., 2015). A practice-based
coaching protocol is when instructional coaches use adult learning and connect it to the
experiences of the classroom teacher. Coaches eventually build relationships with the
classroom teacher and become professional resources and, in turn, celebrate the
accomplishments of classroom teachers for their commitment to learning (Snyder et al.,
2015).
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A classroom teacher’s role in supporting SEL is significant in promoting socialemotional competencies within a classroom setting (Ferreira González et al., 2016;
Humphries et al., 2018). Classroom teachers who develop social-emotional competence
help young children understand how to regulate their emotions (Hyson, 2002; Perry &
Ball, 2008). Many teachers are aware there is a need to teach social-emotional
competencies to children (Poulou, 2017). Classroom teachers know that it is critical for
educators to monitor a child’s emotional well-being in a classroom setting (Zembylas,
2007). According to Poulou (2017), it was evident that improving teacher training
programs for SEL enhanced social-emotional skills increased student-teacher
relationships and decreased relational conflict in classroom settings.
At the time of this study, researchers are focusing on cognitive, social-emotional
traits of preschool and school readiness as a critical element and measurement for early
school success (Denham, 2006; Huffman et al., 2001; Peth-Pierce, 2000). Zins et al.
(2007) stated, “Schools are social places and learning is a social process” (p. 191). A
child’s ability to regulate their emotions and behavior is related to their school,
classroom, and academic achievement (Bierman et al., 2008; Howse et al., 2003;
McClelland et al., 2007). Children who have a difficult time regulating their emotions in
the classroom may not have the necessary tools to focus on learning versus those children
who can develop a positive emotional tone to engage in learning tasks (Graziano et al.,
2007; Miller et al., 2006; Shields et al., 2001).
Through strategic instruction, SEL skills can be taught, modeled, and practiced,
so that children, adults, and adolescents can cope effectively with daily challenges, tasks,
and interactions with others (Durlak et al., 2016). SEL skills also support students’ social-
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emotional competencies within the classroom setting when the classroom teacher
establishes a positive classroom culture and climate. Cooperative conditions for learning,
along with a culturally responsive and well-managed school setting, are also critical
factors for supporting SEL within a classroom (Osher & Berg, 2017; Zins et al., 2004).
Weissberg (2019) stated that social-emotional competencies should be taught, and
schools are the appropriate places to teach SEL because SEL can make a positive
difference in a child’s life. Furthermore, early childhood educators have consistently
identified the needs of children with intensive behaviors as one of the significant
challenges of their job, which has become a primary concern that requires support for
training needs (Friedman-Krauss et al., 2014; Lefstein & Snell, 2013).
Problem Statement
Training and coaching are proven ways to support educators with evidence-based
SEL practices (Hemmeter et al., 2015). However, further research may need to examine
feedback from preschool teachers and coaches more thoroughly. Knowing the content,
approach, and frequency of social-emotional training and coaching may prove beneficial
for early childhood educators who are struggling with high-needs preschoolers in their
classrooms (Artman-Meeker & Hemmeter, 2012). Preschool educators may also benefit
from a greater understanding of needs as well as supportive, corrective, and data-based
feedback when implementing SEL professional development within primary classroom
settings (Artman-Meeker & Hemmeter, 2012).
According to Stormont et al. (2015), little is known about the most effective way
to coach preschool teachers. There is a significant gap documented in the literature
regarding research to develop and evaluate support systems necessary for schools to
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implement SEL and instructional interventions with high fidelity (Stormont et al., 2015).
Coaching provides a look at the teaching process and the training and feedback needed
for classroom teachers to be successful (Stormont et al., 2015). Feedback is a critical
component of a coaching model. Furthermore, studies of the coaching process do not
identify or define the time and skills needed to support the implementation of specific
coaching practices (Stormont et al., 2015). The research of Hsieh et al. (2009) stated that
in most studies, coaching was delivered as one component of a larger in-service package.
Therefore, there may be a need to specifically examine the coaching of preschool
teachers separately from other professional development practices to explore the
contributions made during classroom teacher learning opportunities (Hsieh et al., 2009).
Exploring different approaches to the coaching process could be helpful to coaches and
other mentors who are embedded in the classroom setting, who are providing support
internally or externally (Hsieh et al., 2009).
At the time of this study, there is limited information on the delivery and
implementation of SEL for preschool teachers. According to Artman-Meeker and
Hemmeter (2012), there are limited resources to support specific interventions for
preschool children with challenging behaviors. Preschool educators tend to have less
success in individualizing strategies and practices for children who need support. Group
coaching is a reliable indicator that may need to be reinforced in preschool settings
(Artman-Meeker & Hemmeter, 2012). However, individualized coaching still needs to be
considered to help modify individual student behavioral concerns (Artman-Meeker &
Hemmeter, 2012). According to Artman-Meeker and Hemmeter (2012), instead of
workshops, preschool teams should engage in classroom practices, goal setting, and
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feedback. Artman-Meeker and Hemmeter (2012) also stated that with a systematic
process of goal setting, observations, reflections, and feedback, an early childhood
program can become efficient if it supports and promotes a young child’s socialemotional development.
Although several decades of research have provided embedded performance
feedback about early childhood teaching practices (Bruder & Nikitas, 1992; McWilliam
& Casey, 2008; Kaiser et al.,1993; Mudd & Wolery, 1987; Schepis et al., 2001; Venn &
Wolery, 1992), there are still concerns. A clear, professional development model for
classroom teachers has not been implemented to address sustained, intensive, and focused
practices for teaching social-emotional skills in preschool classroom settings (Snyder et
al., 2012). Preschool teacher needs and SEL strategies should be examined to improve
SEL outcomes for students and teachers (Snyder et al., 2012). According to Stefanovic et
al. (2021), SEL skills are vital for instructional coaches because they provide soft skills to
support schools while also providing a safe environment for the well-being of students
and staff in the workplace.
Theoretical Rationale
This study was directly connected to the Collaboration for Academic, Social, and
Emotional Learning (CASEL, 2017). The CASEL framework provides an important view
of the topic of preschool SEL outcomes for students and teachers. The CASEL
framework is relevant to this study because it identifies the areas for SEL support that are
needed in a typical early childhood classroom setting. CASEL (2017) identifies the areas
of embedded supports for preschool aged students who struggle with challenging
behaviors. This study used CASEL’s (2017) five core competencies as a lens through
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which to explore the supports needed in a preschool classroom setting for students with
behavioral concerns.
CASEL (2017) defined SEL as a process through which children and adults
acquire and effectively apply the knowledge, attitudes, and skills necessary to understand
and manage emotions (Bridgeland et al., 2013; Elias et al., 1997). Domitrovich et al.
(2017) identified five core competencies for SEL: self-awareness, self-management,
social awareness, relationship skills, and responsible decision-making (Bridgeland et al.,
2013; CASEL, 2017; Gregory & Fergus, 2017; Jones & Doolittle, 2017; McClelland et
al., 2017; Schonert-Reichl, 2017).
SEL skills can increase a student’s capacity to integrate skills, attitudes, and
behaviors to deal with daily tasks and challenging issues that may arise. CASEL’s
framework promotes the development of a child’s intrapersonal, interpersonal, and
cognitive skills (CASEL, 2017).
The first competency is self-awareness. Within this competency, students can
recognize their emotions and thoughts as they pertain to the amount of influence of their
behavior. Also, within this competency, students can accurately gauge their strengths and
weaknesses with confidence, while having a growth mindset (Bridgeland et al., 2013;
CASEL, 2017; Elias et al., 1997) A growth mindset is when a person believes that they
can achieve anything through dedication and hard work, and they have a love for learning
(Claro et al., 2016).
The second competency is called self-management. When modeled effectively,
students can regulate their emotions and behaviors in different social situations. Students
are also able to set personal and academic goals while monitoring their stress levels,
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organizational skills, and impulse control (CASEL, 2017; Gregory & Fergus, 2017; Jones
& Doolittle, 2017; McClelland et al., 2017; Schonert-Reichl, 2017).
The third competency is social awareness. This competency teaches students how
to have empathy for others. It encourages students to respect individuals from other
cultural backgrounds while valuing family, community resources, and school supports. It
also creates an opportunity for students to engage in discussions and activities relating to
social standards (CASEL, 2017; Gregory & Fergus, 2017; Jones & Doolittle, 2017;
McClelland et al., 2017; Schonert-Reichl, 2017).
The fourth competency is relationship skills. Students learn how to sustain healthy
relationships with a diverse group of individuals. These relationship skills help build a
student’s confidence to communicate their needs while determining what appropriate
communication should sound like. Students at this level also learn how to collaborate
with their peers and others while engaging in social activities.
Finally, the fifth competency is called responsible decision-making. With this
competency, students can control their own behavioral and social interactions with peers
and adults. Students learn how to keep themselves safe and others around them safe as
needed. The skills acquired in this competency are evaluating, reflecting, and problemsolving. Children are also known for having an ethical responsibility to themselves and
others in this competency area (Appendix A).
The CASEL (2017) framework recommends that several areas contribute to the
process of the SEL competency phases including home, community, and school
personnel. Important contributors also include classroom teachers who work with the
SEL curriculum. Finally, the framework recommends looking at classroom instruction
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and school-wide practices, along with family and school partnerships. These areas can
provide a caring and engaging learning environment with evidenced-based practices that
help the academic and social-emotional emotional growth and development of students.
Furthermore, the CASEL framework supports the development of students’ lives within
their community, school, and home environment (CASEL, 2017).
According to Zins and Elias (2007), students learn SEL strategies the way they
learn academic skills in a classroom setting. SEL skills are acquired by learning,
practicing, and applying the skills needed to engage in positive, academically embedded
activities inside and outside of a classroom setting. If these skills are taught correctly,
they become enhanced and better integrated over a period of time, and they are capable of
addressing complex issues and potential impacts of trauma that may occur in classroom
settings (Zins & Elias, 2007). Therefore, educators who utilize SEL interventions create
positive climates that strengthen a student’s social-emotional growth and development. In
turn, this establishes an exciting and motivating classroom environment for learning
(Cohen, 1999). Economic analyst, Belfield et al. (2015), stated that there are benefits to
having evidence based SEL programs, such as academic performance and positive social
behavior.
Statement of Purpose
This study examined the strategies and practices implemented in a preschool
classroom to successfully address SEL for preschool children with intensive needs. There
is a gap in the literature regarding how teachers integrate instructional practices and SEL
in preschool classroom settings with challenging student behaviors. This study identified
and analyzed the experiences of coaches and teachers who were involved with embedded
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SEL strategies and instructional practices to support the needs of their challenging
students.
Thus, this research study gathered information regarding systemic SEL
instructional programs in school settings for classroom teachers. If SEL is applied as a
school-wide program and SEL skills are taught and practiced with fidelity, then effective
implementation may provide better support through more than classroom teacher
instruction (Bridgeland et al., 2013). The implementation of SEL could provide
classroom teachers with strategic professional development, a monitoring process, and
coaching support that better serves their students (Bridgeland et al., 2013).
Research Questions
This study examined the practices of instructional coaches and classroom teachers
where those practices related to the study of embedded SEL and challenging behaviors in
preschool classroom settings. This study sought to answer the following research
questions:
1. From the perspective of early childhood classroom teachers and instructional
coaches, how is social-emotional learning integrated into preschool classroom
settings?
2. What social-emotional, evidence-based strategies, if any, do instructional
coaches apply in early childhood classrooms as they work with classroom
teachers?
3. How do preschool teachers and instructional coaches describe the
effectiveness of these evidence-based strategies for social-emotional learning
in their teaching of children with behavioral concerns?
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The investigation of the answers to these questions may improve the
implementation of social-emotional coaching training for preschool classroom teachers. It
was the hope of the researcher that the answers to these research questions might increase
preschool student engagement and teacher classroom management skills. In addition,
examining these questions may create an opportunity for classroom teachers to
understand how to better integrate SEL and academic instruction successfully to increase
academic achievement.
Potential Significance of the Study
Based on a national classroom teacher survey, teachers believe that SEL can be
effectively taught within classroom settings (Bridgeland et al., 2013). However, many
classroom teachers have stated that they receive limited training and have little
confidence in the ability to support SEL because of a lack of school- and district-level
support (Bridgeland et al., 2013; Zinsser et al., 2015). Jennings and Frank (2015) and
Schonert-Reichl et al. (2015) stated that classroom teachers might not feel confident with
implementing SEL skills in preschool classroom settings because of the lack of time,
quality, and emphasis given to preservice and in-service teachers to master SEL skills.
Data gathered from this study may help instructional coaches and classrooms
teachers seek support and advocacy for appropriate professional development. Data from
this study may also help to better design training programs and provide teacher support
and assistance for SEL classroom strategies. Murano et al. (2020) stated that it was time
for preschool education leaders to work toward high-quality training opportunities for
teachers and to advocate for SEL skills.
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Definition of Terms
This study used the following definition of terms. The terms and their definitions
clarify the meanings in this study for classroom teachers and instructional coaches
relating to preschool practices and strategies.
Adverse childhood experiences – stressful or traumatic events that individuals
experience early in life (Felitti et al., 1998).
Growth mindset – an individual’s belief that a person’s basic abilities come from
dedication and hard work. This view creates a love of learning and resilience (Dweck,
2015).
Instructional coaching – a conversation between two people focused on the
enhancement of learning a new concept through questioning, active listening, and selfdirected inquiry in an environment that is supportive and encouraging (Knight & Van
Nieuwerburgh, 2012).
Intensive behaviors – repetitive and challenging way of acting that interrupts the
learning environment and social interactions with peers and adults (Smith & Fox, 2003).
Preschool teachers – individuals who are hired to educate students from the age
of 3 to 5 years old (YourFreeCareerTest.com, n.d.).
SEL (social-emotional learning) – process used to develop healthy social and
emotional skills while acquiring the ability to recognize, understand, and manage
emotions (Nathanson et al., 2016).
SEL strategies – tools that are taught by parents and classroom teachers to prevent
social and emotional problems that could lead to severe and challenging behaviors in
young children (Saxe & Powell, 2006).
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Chapter Summary
SEL provides a framework for schools to develop a student’s social-emotional
competencies while improving their academic achievement and other important life
outcomes. SEL refers to the development of social awareness, self-regulation, responsible
decision-making, self-management, and relationship skills (Durlak et al., 2015).
According to Elias et al. (1997), emotions can help or harm a child’s academic
engagement and school success. Relationships and emotional processes affect how
students react and socialize within their school and family environment. However,
schools and families can effectively address these aspects of the educational process for
the benefit of all students (Elias et al., 1997).
Preschool classroom teachers acknowledge that disruptive classroom behaviors
are one of the biggest challenges they face in the classroom. Teachers are finding it very
difficult to manage these behaviors in the preschool classroom setting (Jalongo, 2006).
According to CASEL (2013), SEL is defined as the ability to acquire knowledge,
attitudes, and skills to manage emotions. CASEL (2013) has five social-emotional
competencies that seek to address the development of SEL skills: self-awareness, selfmanagement, social awareness, relationship skills, and decision-making skills. Therefore,
this study examined SEL competencies among classroom teachers, instructional coaches,
and students in a classroom setting with exposure to evidence-based research and best
practices. To address this gap, a key component in this research study examined and
analyzed the strategies used by instructional coaches to develop SEL competencies in the
classroom for challenging students (DePaoli et al., 2017). Chapter 2 reviews the current
literature in several areas and identify gaps that exist to support the direction of this
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study. The research design, methodology, and analysis is discussed in Chapter 3.
Chapter 4 presents a detailed analysis of the results and findings, and Chapter 5 discusses
the findings, implications, and recommendations for future research and practice.
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Chapter 2: Review of the Literature
Introduction and Purpose
This chapter examines the literature regarding the strategies and practices that
instructional coaches implement in preschool classrooms to successfully address SEL for
preschool children with intensive needs. First, the chapter provides background knowledge
about research that has evolved over the past 25 years concerning SEL. Second, the chapter
describes the main theoretical elements that support the evidence-based instruction provided
by coaches. Third, the chapter examines training support for classroom teachers through the
instructional coaching model. Fourth, the chapter examines the literature regarding preschool
challenging behaviors. Finally, the chapter discusses the empirical findings of the literature
relating to effective instructional practices that instructional coaches have used in early
childhood classroom settings.
Research Questions
This study examined the practices of instructional coaches and classroom teachers
where those practices related to the study of embedded SEL and challenging behaviors in
preschool classroom settings. This study sought to answer the following research questions:
1. From the perspective of early childhood classroom teachers and instructional
coaches, how is social-emotional learning integrated into preschool classroom
settings?
2. What social-emotional, evidence-based strategies, if any, do instructional coaches
apply in early childhood classrooms as they work with classroom teachers?
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3. How do preschool teachers and instructional coaches describe the effectiveness of
these evidence-based strategies for social-emotional learning in their teaching of
children with behavioral concerns?
Although, current research has shown the benefits of instructional coaching, limited
information was known about the embedded and evidenced-based SEL strategies being
provided by instructional coaches in preschool classroom settings.
History of SEL
SEL is an older concept that has resurfaced and continues to gain momentum in
education and policy practices (CASEL, 2015). These concepts are grouped into broad
categories such as interpersonal, intrapersonal, and deep-rooted cognitive competencies
(Soland et al., 2013). Furthermore, SEL has been incorporated into education and
accountability policies through the Every Student Succeeds Act (ESSA) of 2015. ESSA
requires states to evaluate and review the goals and policies relating to their public education
system (Gayl, 2017). “There seems to be a growing consensus among states, school districts,
educators, and stakeholder-childhood standards that include social-emotional domains of
learning” (Gayl, 2017, p. 1).
To comprehend the concept of SEL, one needs to understand the origin of its
development. Emotional intelligence (EI) has been researched for over 90 years. SEL is a
concept that originated from the EI theory of Salovey and Mayer (1990). SEL is a prevalent
research topic because it identifies the need for human beings to master control over their
emotions while monitoring their humanistic reactions with other individuals. According to
Salovey and Mayer (1990), EI can be defined as a type of social intelligence that requires
individuals to monitor the emotions of others, as well as their own emotions. In addition to
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monitoring emotions, Salovey and Mayer (1990) stated that this information should be used
to guide the way individuals think and act. According to Bradberry and Greaves (2006), EI
consists of four skills. The first two skills are self-awareness and self-management. These
skills are related to the way in which a person feels and how they manage their emotions.
Social awareness and relationship management are the other skills needed to determine how
a person responds to others emotionally.
EI began during the intelligence testing era and was first known as social intelligence.
EI is a set of skills that helps individuals identify their emotions. These skills are fundamental
building blocks for outcomes that SEL targets in programming (Brackett & Rivers, 2013). EI
skills require individuals to recognize, understand, and regulate their emotions. These skills
are necessary for the development of humans as they adapt and act out their emotions (Mayer
& Salovey, 1997).
In a study by Morris et al. (2013b), classroom teachers in 51 preschools in the United
States received training in the Incredible Years curriculum. The Incredible Years curriculum
was an early intervention group program training that was designed to support and prevent
behavior problems from infancy to the middle childhood years. The program seeks to train
parents, teachers, and children to assist them with decreasing aggressive and violent
behaviors (Webster-Stratton et al., 2008). Morris et al. (2013b) revealed that teachers
improved the amount of time devoted to instruction, behavior management skills, and
conflictual interactions. The program also improved the classroom environment and created a
positive emotional climate.
When classroom teachers’ instruction was interrupted by negative behaviors,
instructional time was reduced. According to Arnold et al. (2008), children who have not
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developed social competency skills are more likely to disrupt a teacher’s instruction (Arnold
& McWilliams, 1998). Also, according to Conroy and Brown (2004), young children with a
lack of social-emotional skills may form unhealthy relationships, drop out of school,
experience academic failure, and form antisocial behaviors. Social-emotional skills are
critical for supporting a school experience. This includes how emotions are perceived, using
emotions to facilitate thinking, comprehending one’s own emotions, and controlling
emotions (Brackett & Katulak, 2006).
A study by Poulou (2017) stated that a teacher’s perceptions of EI and SEL, along
with comfort and commitment, correlate with the quality of teacher-student relationships
within a classroom setting. Surveying early childhood educators from urban classroom
settings, Humphries et al. (2018) identified five areas of concern that include curriculum and
program design, contextual relevance, responsibility, support, and barriers. The sample of
subjects for the study consisted of 15 early childhood teachers in preschool to Grade 3; 14
women and one man.
The Humphries et al. (2018) classroom teacher participants stated that teaching
should include supporting SEL development with students. However, some teachers implied
that parents play a critical role in implementing SEL at home before students enter the
classroom setting. In addition, many teachers believed that SEL support should be provided
in the upper grades as well as the lower grades. More specifically, classroom the teachers
believed they should have a personal, professional, and a joint responsibility with parents to
promote SEL skills. Humphries et al. (2018) deduced that some classroom teachers may
accept full responsibility for promoting SEL, but they may require support to do this work.
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CASEL Framework
According to CASEL (2013) and Humphries et al. (2018), classroom teachers need
support for social-emotional programs for students in classroom settings. Schultz et al.
(2011) conducted a mixed-method preschool pilot study to examine the effects of a socialemotional skills curriculum called Connecting with Others: Lesson for Teaching Social and
Emotional Competence. The curriculum focused on the behavior of preschool students in an
early childhood program. The results indicated that the lessons taught from the SEL
curriculum correlated with a positive change in student behavior. The sample of preschool
students consisted of 18 children from a preschool center in northeast Nebraska. The student
population came from low socioeconomic families. The preschool program was created to
support this population.
The first instrument used in the study was The Behavior Assessment System for
Children; Schultz et al. (2011), 2nd Edition (BACS-2); (Reynolds & Kamphus, 2006). The
BACS-2 is an instrument that measures positive and negative behaviors. The BACS-2 is a
100-question scale. The second instrument used in the study was the Connecting with Others
Rating Scale (Richardson, 1996), which is a 25-item teacher-administered rating scale that
was designed to address approximately six SEL competency skills that are taught in the
classroom. There was a pretest and a posttest in the study; 50% of the students were male,
and the other 50% were female. Six of the subscales showed a medium effect size ranging
from .45 to .63, indicating that the intervention was effective.
According to Schultz et al. (2011), a small sample of students created limited data for
the study. Also, the small representation from the group sample caused a lack of support for
the control group versus the original group that was assessed. Overall, the collection of
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parent interviews and rating scale data helped to determine the effects of the program. The
findings in Schultz et al. correlated with other studies regarding the importance of teaching
SEL skills to students (CASEL, 2003; Gunter et al.; 2012; Schultz et al., 2011). Schultz et al.
(2011) stated that using a SEL curriculum for preschool students was a proactive way to
address inappropriate behaviors. Schultz et al. (2011) utilized the research of CASEL (2003)
and stated that to have SEL skills, one must acquire self-management and social awareness.
In addition, a child must be able to develop self-awareness, relationship skills, and
responsible decision-making skills. Schultz et al. (2011) and Gunter et al. (2012) both agreed
that through SEL skills, positive relationship skills can be developed for preschool students.
Gunter et al. (2012) stated that a SEL curriculum was embedded in a preschool
educational program, and it improved the teacher-student relationship and decreased
challenging behaviors. Gunter et al. (2012) referenced CASEL (2003) and stated that through
repeated positive experiences, children can learn to manage their emotions. CASEL (2007)
was also referenced by Gunter et al. (2012) and noted that with SEL skills, classroom
teachers and students can achieve positive relationships and work more responsibly in a
classroom setting. Also, CASEL (2010) identified that SEL programs are more effective
when children learn how to initiate appropriate social interactions.
Gunter et al. (2012) also agreed with CASEL (2010), based on the quantitative study
that occurred in Utah through a Title I preschool urban district. The participants for Gunter et
al. (2012) were two female preschool teachers (treatment conditions) who were using a
program called the Strong Start Pre-K Curriculum and two female teachers who were part of
a noncontrolled group. There were 103 preschool students. However, 19 of the students
moved before the Gunter et al. (2012) study was completed. Eventually, 84 preschool
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students participated; half were male, and the other half were female. The treatment group
consisted of 52 students, and the control group consisted of 32 students.
The Start Strong Pre-K Program that Merrell et al. (2009) conducted was a very
structured and scripted program of specific objectives and goals that helped to support and
prevent emotional and mental health problems (Gunter et al., 2012). The program helped to
develop the children’s vocabulary to express feelings and to support the cognitive, socialemotional well-being of preschool children. Also, the Start Strong Pre-K Program had
booster lessons that were included in the program to reinforce the skills that were learned
along with literature relating to SEL topics (Gunter et al., 2012).
The findings from Gunter et al. (2012) suggested that integrating a SEL curriculum in
preschools can help prevent challenging behaviors. It was also noted that a decrease in
challenging behaviors occurred when teacher-child relationships improved within the
classroom setting. The results supported the use of the booster lessons, which were
embedded in the curriculum of the Start Strong Pre-K Program. The booster lessons
increased the treatment group’s social ratings. Gunter et al. (2012) and O’Conner et al.
(2017) observed that CASEL (2010) social competencies aligned with a SEL program could
create successful SEL experiences for preschool students.
O’Conner et al. (2017) completed a review of the literature regarding SEL for ages 3
through 8 years old. The review noted that for preschool students to foster school and
academic readiness, they would need to develop positive social-emotional skills. The
findings from the study recommended that schools should adopt an evidence-based SEL
program to support a successful SEL implementation process. In addition, O’Conner et al.
(2017) stated that the implementation process could require cycles of continuous
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improvement. O’Conner et al. (2017) described CASEL (2019) as a useful framework for
providing implementation cycles in schools to support SEL. O’Connor et al. (2017) also
stated that effective SEL programming requires leadership, state legislature support, and
resources (CASEL, 2010; Dusenbury et al., 2014; Jennings & Greenberg, 2009; Zinsser et
al., 2013). Williams et al. (2019) also applied the competencies embedded within the CASEL
framework for their study.
Williams et al. (2019) conducted a randomized controlled mixed-methods study in the
United Kingdom with primary schools and classroom teachers who were trained in the
Incredible Years Program (IY). Embedded in the IY program was the Dinosaur School
Social-Emotional Skills Curriculum Program. This program was created to support the Welsh
personal and social education curriculum for the United Kingdom. The study examined
whether the IY Dinosaur program benefited children who were identified as having
behavioral and social-emotional difficulties (Williams et al., 2019). CASEL (2013), Durlak
et al. (2011), and Payton et al. (2008) recommended that the five competencies that support
the CASEL framework lead to long-lasting friendships and positive school relationships.
Thus, leading students to have greater participation and academic achievement in their
current school settings.
According to Williams et al. (2019), there were 221 children who were randomized
for an intervention and waitlist control group. There were 109 primary students in the control
group, and 112 primary students were in the intervention group. The screening used for child
behavioral concerns was a Teacher Rated Strengths and Difficulties Questionnaire (Williams
et al., 2019). Also, assessments were given to classroom teachers, children, and researchers
for blind direct observations on a subsample population. Blind direct observations required
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the researchers not to tell the population of participants if they are being tested for treatment
or for control treatment to reduce any biases in the results of the study (Williams et al.,
2019).
The intervention consisted of videos that demonstrated the appropriate behavior to
have in a classroom setting. There were also discussions and role-playing skills embedded in
the intervention program. The implementation of the intervention was provided by two
teachers and one support staff person with six children for an 18-week cycle (Williams et al.,
2019). The intervention was administered between January and May and lasted an entire
school year. The findings indicated that the group that received the SEL intervention program
showed improvement with problem-solving skills and were conceivably more likely to be
successful at achieving teacher-set SEL academic goals (Williams et al., 2019).
Training Support for Teachers: Instructional Coaching
According to Knight (2009), teacher in-services rarely support teachers who
implement new and complex initiatives. Instructional coaching is a researched-based, jobembedded approach and intervention technique that supports programs with the
implementation of new initiatives for improving learning. Many studies indicate a gap in the
literature regarding how instructional coaches provide feedback while supporting preschool
classroom teachers’ implementation of embedded strategies and practices (Snyder et al.,
2015). Some examples of instructional coaching include face-to-face and self-coaching.
Other coaching styles include peer and professional coaching (Powell et al., 2010). There
was also a gap in the literature regarding how instructional coaches create caring and
nurturing learning environments with preschool students who have challenging behaviors.
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One of the ways to support teachers for SEL is through coaching support (Brackett et al.,
2009).
According to Brackett et al. (2009), when coaching strategies are used in classroom
settings, the strategies can improve implementation of SEL in classrooms for the teacher and
the students. Coaching can be defined in early childhood as a relationship-based process led
by an expert with specialized and adult learning, knowledge, and skills, who often serves in a
different professional role than the recipients (Brackett et al., 2009). Coaching was designed
to build capacity for specific professional dispositions, skills, and behaviors and was focused
on goal setting and achievement for an individual or group” (National Association for the
Education of Young Children [NAEYC] & National Association of Child Care Resource &
Referral Agencies [NACCRRA], 2011, p. 11).
Educational training, therefore, that supports high quality professional development
can be defined as having an instructional coach to provide effective feedback, which usually
includes resource tools to increase instructional practices and student achievement within
classroom settings (Holzer & Brackett, 2008, p. 10). In addition, Holzer and Brackett (2008)
stated that adults are like children, in that they comprehend information better when it was
embedded within activities and observed within classroom settings. When educators apply
new knowledge in a classroom setting, it aligns with their own life experiences and requires
structured feedback over time (Holzer & Brackett, 2008). According to Holzer and Brackett
(2008), SEL programs are created to improve a student’s social-emotional and academic
growth. Therefore, the benefits of coaching provide classroom teachers with the support they
need to develop the whole child. In addition, when using a scaffolded coaching model in a
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classroom setting, classroom teachers can master content and techniques during their initial
training workshops (Holzer & Brackett, 2008).
Moreover, providing teachers with support to effectively integrate new knowledge,
skills, and perspectives into their teaching practices allows classroom teachers to become
reflective practitioners (Holzer & Brackett, 2008). Classroom teachers who receive coaching
support for SEL receive encouragement, social support, feedback, and collaborative lesson
planning, which was the most significant part of the coaching process (Gómez-Leal et al.,
2009). Coaching provides an opportunity for teachers to build a trusting relationship with
their coaches that supports honest feedback. Given that one of the main goals of classroom
coaching was to improve implementation quality and conﬁdence in SEL, ongoing feedback
was necessary (Gómez-Leal et al., 2009).
According to Holzer and Brackett (2008), a coaching session with a classroom
teacher for SEL should include modeling, observation, and constructive feedback. Other
coaching sessions may include discussion, resource sharing, and collaborative lesson
planning (American Educational Research Association, 2009). Snyder et al. (2012) stated
that training and coaching are linked to forms of professional development that build
competence and confidence for early childhood classroom teachers to implement evidencebased practices. The study by Snyder et al. (2015) focused on job-embedded coaching for
preschool teachers of young children with at-risk disabilities for implementing SEL and
behavioral and instructional practices.
Snyder et al. (2015) stated that coaching should be a job-embedded focused approach
for supporting early childhood teachers to implement evidence-based teaching practices with
fidelity. The Snyder et al. (2015) focused coaching strategies are called practice-based

30

coaching (PBC). In the PBC model, the coach and classroom teacher use explicit instruction
to support students who are at risk. PBC strategies and teaching practices are also explicit
(Snyder et al., 2015). PBC teaching practices include several elements. In one approach,
teachers identify with their emotions and the emotions of the child. In another strategy, the
teacher greets all children by name when entering a classroom.
Teachers may also immediately identify and praise positive behaviors observed in the
classroom as well as document the activity within the classroom when it is related to
embedded instructional learning experiences for each child. Preschool teachers also use
organized instructional strategies to teach targeted skills to the children in classrooms
(Snyder et al., 2015). Data collection for the Snyder et al. (2015) study was based on coach
observations and feedback sessions. Observers were assigned to collect the data with an
observation checklist. Thomas et al. (2015) focused on the growth of instructional coaching
partner conversations in preschool.
Thomas et al. (2015) stated that there was limited understanding of the role of
instructional coaches that supports classroom teachers and their revised teaching techniques.
The goal of the Thomas et al. study was to use a quantitative descriptive measure with a
population of five faith-based elementary schools to observe instructional coaching within
this population. Thomas et al. (2015) completed a 3-year study. The population of preschool
classroom teachers consisted of 20-year seasoned veteran teachers with experience teaching
early childhood and elementary students. There were 26 teachers and seven coaches. An
ANOVA test indicated a significant difference in the instructional coaches’ conversations.
Over time, the data revealed that the coaching conversations changed from Period 1 to Period
3. In Period 1, the average rating was a 3.22, which suggested that coaching interactions were
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based on the implementation of routines and new techniques. The Period 2 average rating
was 5.22, and the focus was based on interactions with teachers on how to model lessons.
Finally, the Period 3 average rating was a 6.52, and the focus was on coaching interactions
that entailed co-teaching and implementation.
The Woodruff (2007) instructional scale was used to measure the impact of
instructional coaching in classroom settings with classroom teachers. The Woodruff (2007)
scale was based on a 0 to 10 measurement (Appendix B). A Tukey post-hoc analysis revealed
that coaching conversations depended upon the time period of focus for the teacher and
instructional coach. A Tukey post hoc can be defined as a statistical tool to determine if the
relationship between two sets of data were statistically significant (“Tukey’s range test,”
2020). The final finding concluded that through partnered conversations, transformative
learning can occur within a classroom setting between a classroom teacher and an
instructional coach.
Preschool Student Behavioral Concerns
Gilliam (2005) noted that 10% of preschool teachers averaged one preschool student
suspension each year. The preschool rate was three times the rate of K-12 students in 2005.
New York State had the seventh highest suspension rate in the United States and universal
prekindergarten had the 18th highest rate (Gilliam, 2005). According to the American
Academy of Pediatrics (2013), preschool students who are suspended 10 times or more are
likely to drop out of high school compared to those students who do not receive any
suspensions at all. Thus, suspensions in preschool could possibly correlate with issues later
on with the juvenile justice system.
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Gilliam and Shahar (2006) continued Gilliam’s (2005) research on preschool
expulsions and suspensions by looking at rates and predictors of suspensions in the state of
Massachusetts. There were 185 preschool classrooms selected for the study through a
random process. A total of 119 preschool teachers completed a survey for the Gilliam and
Shahar (2006) study. The survey included questions about the characteristics of their
preschool program and the students they served. After the completion of the descriptive
analysis, it was determined that 75% of the classroom teachers admitted expelling preschool
students at least one time. Also, 2.2% of the preschool teachers admitted expelling six out of
16 students in their classroom Gilliam and Shahar (2006). Gilliam and Shahar also stated that
these findings imply that advocacy was needed for mental health and behavioral supports in
preschool classrooms along with early education policies. Gilliam et al. (2016) partnered
with Yale University to explore implicit biases in preschool classroom teachers.
The findings of Gilliam et al. (2016) concluded that preschool teachers had implicit
biases depending on the race of the teacher. In addition, the study also noted that expulsions
and suspensions of Black students, especially Black boys, could contribute to cultural
inequalities in school readiness during their educational experience and later in life Gilliam et
al. (2016). However, the current research suggests that biases may be reduced through
intervention strategies that focus on biases, increased teacher empathy, and classroom teacher
support (Gilliam et al., 2016).
The U.S. Department of Education (USDOE) Office of Civil Rights (2016) published
a policy statement regarding expulsion and suspension policies for early childhood classroom
settings. The policy raised concern about eliminating suspensions for young children.
Problematic issues became the forefront of the policy along with recommendations and
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resources to support the plan (USDOE Office of Civil Rights, 2016, pp. 12–17). It was also
noted that although 18% of Black students were enrolled in pre-K in 2014, 42% of Black
preschool students were suspended one time, and 48% of Black preschool students were
suspended more than once. Additionally, although preschool boys represented 54% of the
preschool population, they also represented 79% of the children who were suspended one
time, and 82% of the preschool students who were suspended many times (USDOE Office of
Civil Rights, 2016).
The USDOE (2014) also stated that to have safe schools where teaching and learning
are in the forefront, three guiding principles for schools were recommended. The first
principle recommends that schools create a positive learning environment that focuses on
prevention of expulsions and suspensions. The second principle encourages school
communities to develop clear expectations that support challenging behaviors (USDOE,
2014). The third guiding principle challenges school communities to collectively ensure that
equity and fairness are embedded in continuous improvement.
In addition to the guiding principles, action steps were assigned to each principle. The
action step for principle one encourages schools to promote SEL, collaborate with
community agencies, and engage in purposeful positive school climate activities. The action
step for principle two reminds school communities to set expectations high and use an
instructional method for disciplining children. The action step for principle three advocates
for all staff to be trained on how to apply discipline techniques and strategies in an equitable
way and be proactive by using data-driven strategies that support communicating with
families, students, teachers, and the support staff to decrease and eliminate unintentional
discipline requirements. Therefore, instead of suspending preschool students for intensive
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behaviors, based on the Murano et al. (2020) literature review of 48 SEL interventions, it is
recommended that early-intervention SEL strategies be considered, instead of suspensions,
when supporting students with severe behaviors.
Moreover, according to the Hakvoort (2010) literature review on the Conflict
Resolution Pyramid Program, it was determined that the research states that there is a strong
relationship between a conflict resolution strategy program and how students comprehend
conflict while making improvements with problem-solving skills. The Conflict Resolution
Pyramid Program addresses four main steps to resolving conflict: stop the conflict, help
mediate conflict, resolve conflict, and prevention. Thus, Hakvoort (2010) noted that by using
conflict resolution skills, a decrease in violent acts and intensive behavioral needs can occur
among students with severe behavioral needs. Additionally, Zelyurt and İnce (2018) noted
that through their research on the program called The Impact of Peaceful Life Skills Oriented
Education Program, they showed an increase in preschool student’s ability to improve their
social adaptation and preschool skills in a classroom setting through conflict resolution skills
being taught and applied in a classroom setting. This program was solely focused on the
development of preschool students’ social adaptation and skills of the preschool students.
Effective Strategies
According to White and Walker (2018), Fox et al. (2011), and Blewitt et al. (2020),
researching SEL intervention strategies to support preschool classroom teachers will provide
SEL support for preschool students. Since 2010, there has been an unprecedented number of
new SEL programs. Durlak et al. (2010) stated that SEL must be sequenced, focused, and
explicit to be effective. According to White and Walker (2018), studies show that classroom
teachers are competent enough to manage SEL programs for preschool students. However,
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there was limited research that identifies educators who can create a successful teaching
program to meet the SEL educational needs of students. White and Walker (2018) conducted
a mixed-method study in Melbourne, Australia, with two preschool centers to examine the
use of SEL evidence-based programs and their effects on a child’s social-emotional
development in a classroom setting; 32 preschool students participated with preschool
classroom teachers.
White and Walker (2018) researched preschool teachers’ use of SEL resources to
create a SEL program that would impact a child’s social-emotional development. A paired
sample t-test noted changes over 8 weeks (White & Walker, 2018). The sample consisted of
an intervention group of 15 and a control group of 17. White and Walker (2018) encouraged
participants to use checklists and journal entries to support the SEL teaching programs and
activities. White and Walker’s (2018) research identified that both the control group and the
intervention group improved in planning emotional awareness lessons for students. The
following data were collected from the participants:17 targeted skills sheets for emotional
awareness, 15 journal entries were recorded for emotional awareness, eight behavioral
journals were used to track self-regulation skills, and 33 instructional procedures were used
across the 8-week intervention to support preschool classroom instruction (White & Walker,
2018).
The results of the research also identified that preschool educators do not always
present clear instructions and whole-group activities as commonly used intervention
instructional practices for SEL. Some intervention instructional strategies, such as turn-taking
strategies, modeling, brainstorming, reflecting, social art, scaffolding, and feedback, are just
some of the strategies that seem to be the most common resources used within preschool SEL
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programs, which have proven to be evidence-based (White, 2017). Fox et al. (2011)
discussed the importance of educational practitioners implementing promotion, prevention,
and intervention practices through the Teaching Pyramid Model to support a child’s socialemotional competencies while addressing challenging behaviors. Hemmeter et al. (2006) and
Fox et al. (2003) had various levels in the intervention model they created called the
Teaching Pyramid Model.
In the first level, universal promotion, preschool students are taught how to be
nurturing, responsive, and caring in relationships, in addition to having a classroom
environment that models a high quality of support (Fox et al., 2011). The second level,
secondary prevention, targets social-emotional supports with explicit instruction that focuses
on social skills. The final level of support is the tertiary intervention level, where the focus is
on intensive interventions (Fox et al., 2011). Also, at this level, SEL skills are individualized
and modeled to reach social skill deficits and challenging behaviors of preschool students.
The Teaching Pyramid Model (Appendix C) was retrieved from Fox et al. (2011).
Fox et al. (2011) developed a study to examine the importance of implementing SEL
intervention practices with fidelity in early childhood classroom settings. Three preschool
special education classroom teachers were trained and coached using the Teaching Pyramid
Model. The preschool teachers’ classrooms were located in three different elementary school
campuses (Fox et al., 2011). The Teaching Pyramid Model was measured by using an
observation tool called the Teaching Pyramid Observation Tool (TPOT) for preschool
classrooms (Hemmeter et al., 2008). The Pyramid Observation Tool (Appendix D) was
retrieved from Fox et al. (2011). The TPOT supports the effective implementation of the
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Teaching Pyramid Model. Moreover, TPOT is a tool that measures how well preschool
teachers execute behavioral practices (Fox et al., 2011).
Fox et al. (2011) noted that dependent measures are related to the implementation and
embedded practices of the Teaching Pyramid Model. The TPOT has 141 indicators organized
into four sections. Fox et al. (2011) determined that there was a relationship between training
and coaching when implementing the practices for a framework or model for SEL.
Therefore, to implement the Teaching Pyramid Model, one must be able to understand the
importance of the TPOT. Subsequently, the TPOT for preschool classrooms consists of four
areas (Fox et al., 2011). The first area focuses on creating nurturing and responsive
relationships. The second area identifies high-quality supportive environments for preschool
students. The third area provides coaching support for social-emotional teaching strategies.
The fourth area supports challenging behaviors through individualized interventions for a
preschool student (Fox et al., 2011).
Fox et al. (2011) stated that at the end of the study, all three teachers showed some
improvement with the assistance of a SEL coach. The findings concluded that all three
teachers showed an improvement with SEL skills when they were supported with coaching
support (Fox et al., 2011). Fox et al. (2011) also concluded that it was challenging to support
preschool classroom teachers with a variety of evidenced-based, social-emotional strategies.
However, without the consistent support of a coach, SEL interventions seem to lose fidelity
during implementation (Fox et al. 2011). Blewitt et al. (2020) and Fox et al. (2011)
recommended that support and advocacy for SEL interventions may need to be implemented
within preschool classroom settings.
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The research of Blewitt et al. (2020) took place in Victoria, Australia and was based
on an intervention mapping methodology approach, which included qualitative research
findings from preschool classroom teachers. An intervention mapping (IM) methodology
approach is a protocol used for developing evidence-based health promotion programs. The
sample for Blewitt et al. (2020) included 13 participants and three focus groups, with 17
participants, who took part in a semi-structured interview process. Also, the research of
Blewitt et al. (2020) included a literature review and a systemic review of SEL intervention
programs to support the IM approach. According to Blewitt et al. (2020), few studies
describe the SEL intervention process and its impact on how educators and professionals
engage in increasing the validity of SEL intervention programs for early childhood education
care.
Blewitt et al. (2020), thus, decided to describe the development of an SEL
intervention program called Cheshire Social-Emotional Engagement and Development
(SEED). Cheshire SEED was an online educational learning program tool that supported
early childhood educators to regulate a child’s mental health. Cheshire SEED was designed
by using five steps of IM. The Blewitt et al. (2020) findings determined that belief systems
and experiences define a preschool teacher’s practices, that high levels of self-efficacy drive
positive expectations for students, and that classroom teacher knowledge of explicit and
implicit SEL strategies can strengthen a child’s social-emotional health. Educators who are
secure in knowing their own social-emotional well-being can support students with mental
health needs.
Also, during the semi-structured preschool educator interviews, Blewitt et al. (2020)
noted four emerging themes: educator knowledge with explicit and tacit dimensions,
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mobilizing knowledge with SEL embedded within interactions, room improvement involving
capacity and capability, and strengthening educator skill by building knowledge through
practical strategies such as coaching and mentoring (Blewitt et al., 2020). Morris et al.
(2013b) and Blewitt et al. (2020) support training for preschool teachers to receive quality
instruction for SEL intervention strategies to support preschool students.
Morris et al. (2013b) conducted a quantitative research study with the hypothesis that
a preschool child’s learning environment would improve through SEL learning if the
preschool teacher received new skills to manage disruptive behaviors through the
Foundations of Learning Demonstration (FOL). The research of Morris et al. (2013a)
occurred in Newark, New Jersey with a sample of participants that included 51 low-income
Head Start preschool programs; 26 preschool centers were randomly assigned to the FOL,
and 25 were alternatively assigned to their regular preschool program in Newark. The FOL
intervention trained preschool teachers to support their students’ positive behaviors in the
classroom, so negative behaviors could be limited during the study.
The study by Morris et al. (2013b) on intervention training for the preschool teachers
focused on four components. First, teachers needed training workshops for SEL. Next, the
classroom level consultation needed to be provided by SEL coaches. Then, stress
management workshops needed to occur after the coaching cycles occurred. Finally,
individualized child-centered consultation occurred and included one-on-one clinical services
for the child. Morris et al. (2013b) concluded that the effect size for classroom processes was
significant. The FOL improved the classroom teachers’ ability to address behaviors and
provide a positive instructional setting. Classroom teachers showed growth in managing
student behaviors (Morris et al., 2013b). The FOL also improved the number of minutes that
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classroom teachers provided instruction because of fewer disruptions in the classroom setting
(Morris et al., 2013b). However, FOL did not improve the quality of instruction within the
classroom, which suggested that the classroom teachers were focused more on SEL strategies
instead of integrating SEL strategies and curriculum content. The research of Early et al.
(2017) agreed with Morris et al. (2013b) but recommended that preschool teachers receive
professional development SEL intervention workshops to support SEL in preschool
classrooms.
In a mixed-method study in Georgia, Early et al. (2017) examined the effectiveness of
two professional development intervention workshops used to strengthen teacher-student
SEL relationships in preschool classroom settings. The programs used in Early et al. (2017)
were Making the Most of Classroom Interactions (MMCI) and My Teacher Partner (MTP).
The MMCI program was a cohort model where small groups of teachers attended workshops
for 5 days for instruction and support for SEL. The MTP program incorporated coaches who
worked one- on-one with preschool teachers using videotaped observations of their teaching.
The data collection included pre- and posttests based on classroom observations, coach and
instructor questionnaires, and participation in professional development activities.
The research by Early et al. (2017) was a 3-year study from 2011–2014. A new
cohort of teachers was selected each year. The participants across the 3 years included 486
teachers, and 336 schools/centers with 175 MMCI participants, 151 MTP participants, and
160 control participants. The pre- and posttest were measured with the Classroom
Assessment Scoring System (CLASS) (Pianta et al., 2008). Each participant received a
CLASS for each MMCI workshop and MTP coach intervention by a blind observer who was
trained and independent of the Early et al. (2017) study. The findings concluded that MMCI
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resulted in significantly higher posttest scores on emotional and instructional support, and a
major increase occurred in classroom organization when compared to the control group
(Early et al., 2017). The control group had access to library videos for support, but data were
not available to support how often they accessed this resource. The MTP coach group also
had higher scores for emotional support. Early et al. (2017) stated that large-scale
interventions can improve teacher-child interactions in early childhood classroom settings.
According to Zinsser et al. (2014), examining a teacher’s beliefs and concerns about SEL can
help to create a meaningful SEL intervention program that supports what teachers and
students need in a preschool classroom setting.
Zinsser and other researchers conducted several studies. Zinsser et al. (2014, 2015,
2016a, 2016b) had a strong interest in the beliefs and perceptions of preschool classroom
teachers regarding SEL. Zinsser et al. (2014) examined teachers’ impact on SEL for children.
The sample consisted of 32 preschool teachers from 10 centers (either Head Start and private
preschool centers) in North Virginia. Preschool teachers were chosen to participate in a
multiyear study of a teacher’s impact on a child’s SEL. The preschool teachers were
categorized as highly supportive and moderately supportive. The measures used in Zinsser et
al. (2014) were teacher emotional support, training and reliability, and teacher focus groups.
The mixed-methods study of Zinsser et al. (2014) categorized highly emotionally supportive
teachers and moderately emotionally supportive teachers in five emerging theme areas that
showed teacher beliefs about emotions and the value of SEL, teaching, modeling, structural
SEL, and the teachers’ roles in emotional development.
Zinsser et al. (2014) used the CLASS tool, a Likert scale, and coders to collect the
data. Comparison groups were formed based on the CLASS tool. The CLASS tool is an
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observation that assesses the quality of teacher-child interactions in center-based preschool
classrooms. The themes that emerged from the focus groups were the value of SEL,
interactional SEL, (contingent reactions, modeling, and teaching), structural SEL, direct
curriculum SEL, direct non-curriculum SEL, routines, teacher role (important parent role,
parent-teacher collaboration), and center training (Zinsser et al., 2014). The findings
concluded that examining teachers’ emotions, beliefs, and roles while supporting SEL can
help to create an intervention program and in-service training to aid in supporting preschool
teachers to meet the SEL needs of preschool students (Zinsser et al., 2014). Zinsser et al.
(2015) continued research in this area.
Zinsser et al. (2015) stated that the connection between teachers’ emotional
competencies and children’s SEL skills has created a significant gap in the area of socialemotional competence research. However, Zinsser et al. (2015) participated in another
mixed-method study with the same population of private preschool centers and Head Start
classroom teachers to assess SEL skills. Zinsser et al. (2015) observed 32 Head Start teachers
using the CLASS tool. The purpose of the study by Zinsser et al. (2015) examined teacher
emotional competence and student SEL in the classroom. Zinsser et al. (2015) continued to
use the CLASS tool.
Three domains make up the scoring of the assessment: emotional support, classroom
support, and instructional support. Within each domain, there are dimensions that capture
specific details about the teacher-child interactions, and the CLASS research (Pianta et al.,
2008). Furthermore, after Pianta et al. (2008) completed the CLASS, the research by Zinsser
et al. (2015) continued by having focus group discussions with Head Start classroom teachers
about emotional competence in preschool classrooms. Classroom teachers remained in their
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two groups called moderately supportive and highly supportive (Zinsser et al., 2015). After
semi-structured questions were asked in focus groups, these groups were arranged by the
observed emotional support quality data from the CLASS score. After the focus groups were
completed, it was noted that both groups differed in their responses regarding emotional
regulation and knowledge (Zinsser et al., 2015). Therefore, the noted differences from the
research determined that intervention programs and in-service training are needed to help
classroom teachers meet the SEL needs of children (Zinsser et al., 2015). The final findings
of the Zinsser et al. (2015) suggest that the highly supportive teachers were able to
summarize their emotional competencies compared to the moderately supportive teachers
(Zinsser et al., 2015). Additionally, in Zinsser et al. (2015), when preschool teachers were
asked to define what an emotionally competent teacher was, it was addressed in three areas:
emotion expression, regulation, and knowledge.
Zinsser et al. (2016b) continued to add to the body of research while examining the
relationship regarding teachers’ perceptions and beliefs about SEL for preschool children.
Zinsser et al. (2016a or b) conducted a mixed-method study using data from the Head Start
Family and Child Experiences (FACES) Survey 2009 cohort. The 498-sample size came
from the U.S. Department of Health and Human Services Administration for Children and
Families, Office of Planning, Research and Evaluation (2013). The sample represents a
nationally representative population of selected programs, centers, classrooms, and families.
A total of 60 programs were selected (Zinsser et al., 2016a). The analysis sample included
data from 85 centers in which directors hired 419 teachers who completed the survey.
Preschool teachers were mostly middle-aged and female. The measures Zinsser et al. (2016a)
included for data collection were teacher depression, teacher job satisfaction and perception
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of the preschool center, supports for handling child behavior, perceptions of children’s
behavior, social-emotional supports, and center size.
Zinsser et al. (2016a) utilized four dependent variables measures that included a
Center for Epidemiological Depression (CES-D) scale. The independent variables for Zinsser
et al. (2016a) measured perceptions of children’s behavior. Preschool teachers were asked to
respond by saying yes, no, or I do not know, with a variable range of 0 to 3. Results indicated
there was a strong correlation between worksite climate and teacher job satisfaction (Zinsser
et al., 2016a). However, access to SEL supports and teacher perceptions did not have any
significance.
The findings of Zinsser et al. (2016a) indicated that even though teachers work in
their classrooms, teachers share similar concerns regarding their worksite climate, access to
support, psychological health, and job satisfaction. Additionally, Zinsser et al. (2016a) stated
that preschool classrooms that implement support for SEL students, along with access to a
mental health professional and classroom curriculum and training, were less depressed and
very satisfied with their employment at the preschool centers. Thus, preschool teachers who
were supported were able to manage challenging behaviors and considered their place of
employment a positive climate to work in (Zinsser et al., 2016a). According to Dyson et al.
(2019), implementing SEL in the classroom with curriculum benefits the student and the
teacher.
In Aotearoa, New Zealand, Dyson et al. (2019) studied teachers’ perceptions of SEL
in primary schools. The purpose of the Dyson et al. (2019) study was to examine and explore
interpretations of primary classroom teachers’ SEL perceptions in New Zealand. Dyson et al.
(2019) completed a case study on the phenomenon of preschool SEL concepts. Dyson et al.
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(2019) is a foundational case study that gives a distinct perspective of SEL for school-based
educators. The sample size used for Dyson et al. (2016) was 18 teachers who were
interviewed at three schools in groups of two. Nine teachers were interviewed in May, July,
and November. There was a total of 21 interviews. Eight themes emerged from this
qualitative study. The most significant themes were self-management, self-awareness, and
empathy.
Additionally, the findings of Dyson et al. (2019) stated that an alignment with SEL
practices and New Zealand’s curriculum can create a successful SEL program
implementation in preschool classroom settings. Dyson et al. (2019) also stated that by
listening and learning from students, educators can begin to share in their experiences and
understand students’ points of view. Humphries et al. (2018) stated that the importance of
integrating SEL supports into preschool curriculum can be extremely beneficial for urban
preschool students. Humphries et al. (2018) looked at the advancement of the promotion of
social-emotional competence and the implementation of the SEL program in urban classroom
settings. The purpose of the study by Humphries et al. (2018) was to identify what preschool
classroom teachers perceive are the major components and barriers for supporting an SEL
classroom environment. The sample size included 15 early childhood teachers, 14 females
and one male. Nine teachers identified as African American and six identified as Caucasian.
Participants were recruited for the study, a longitudinal preschool research study that
examined the challenging and normative behaviors of preschool students (Humphries et al.,
2018). Humphries et al. (2018) used focus groups. There were semi-structured, open-ended
questions used for the research questions. Six focus group sessions were conducted for over 3
months. A content analysis, qualitative data analysis technique was used to support a
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systematic way of coding the data and then identifying themes. Humphries et al. (2018)
concluded that out of the four emerging themes from the study, curriculum design and
support were the most influential themes.
According to Burchinal et al. (2020), curriculum and program design for early
childhood children are critical for the academic success of children in preschool.
Additionally, Burchinal et al. found that to have academic success and school readiness,
preschool classrooms need to align academic content with SEL practices for preschool
students. The research by Burchinal et al. (2020) included the identification of entry-level
school skills to aid in academic success as a major goal and policy for research. The study
categorized school entry skills under the following domains: (a) math and reading,
(b) cognitive (language and executive functioning), and (c) social-emotional skills
(externalizing and internalizing problems). School-age readiness means that preschool
students have the physical, cognitive, social, and emotional development skills necessary to
achieve academically in a classroom setting. Data were drawn from the Family Life Project,
which had a birth cohort of 1,292 children living in low-income rural communities
(Burchinal et al., 2020). The sample size of the children’s school readiness was assessed
before kindergarten. Data were used to make predictions on academic longitudinal data and
SEL skills from kindergarten through third grade (Burchinal et al., 2020).
According to developmental theory and research, academic, cognitive, and SEL skills
lay the foundation for academic achievement for SEL and academic skills in elementary
schools. School entry math and reading are strong predictors of school-age math and reading
skills (Duncan et al., 2019; Reardon et al., 2012). The findings from this study indicated that
school entry skills within certain domains were great predictors of the level of school-age
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readiness. Larger gains were made in the language and executive functioning domain
(Burchinal et al., 2020). However, lower levels of internalizing problem solving occurred and
became significant predictors of large gains during the first 4 years of a child’s elementary
schooling. These findings imply that a greater focus on both cognitive and social-emotional
skills during early childhood instruction is necessary (Burchinal et al., 2020). According to
Kohl et al. (2020), preschool programs with curriculum and SEL support should consider
promoting a child’s social-emotional needs with a quality of care that includes building
relationships with the families, teachers, and the child.
The quantitative study by Kohl et al. (2020) analyzed the quantity and quality of early
childhood education and care as it related to social-emotional adjustment in North-RhineWestphalia (NRW), Germany. The sample size was 395 preschool students ranging from 30
to 48 months of age. The focus of Kohl et al. (2020) was on the early childhood education
and care child-teacher ratio and percentage of immigrant children’s SEL development in
classroom settings. Additionally, Kohl et al. (2020) included family, child, and teacher
characteristics in the study; 95 preschool centers agreed to participate (Kohl et al., 2020). The
state-funded preschool centers were chosen based gender distribution, the proportion of
immigrant children, and the average unemployment rate in the North-Rhine-Westphalia area.
The findings for Kohl et al. (2020) concluded that after using logistic regression
models, it was determined that early childhood education and care quantity measures and
process quality showed a small significance regarding the association of increased social
adjustment in classroom settings. The only significant value noted was for hyperactivity
within classroom settings. Kohl et al. (2020) concluded that their results suggest that
preschool centers in the North-Rhine-Westphalia area do not pose a threat to social-
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emotional adjustment, which was due to their inclusivity of several other indicators such as
family, child, and teacher relationship characteristics.
Chapter Summary
Since 1995, a historical collection of data have been shared throughout academic
research regarding SEL. In Chapter 2, we discovered that SEL derived from the EI theory
(Salovey & Mayer, 1990). According to Soland et al. (2013), to use SEL strategies
effectively, cognitive competencies are needed. Both CASEL (2015) and Soland et al. (2013)
stated that these competencies support interpersonal, intrapersonal, and cognitive needs for
SEL strategies. CASEL (2003) noted that without SEL skills, it is difficult to attain selfmanagement and social skills. Once a child has mastered the first two skills, they may also
need to acquire relationship and decision-making skills (CASEL, 2003). Finally, after the
first four competency skills are mastered, self-awareness skills become equally important for
learning how to interact with others (CASEL, 2003).
Gunter et al. (2012) noted that a student-teacher relationship improves when a SEL
curriculum is embedded within a school’s academic program. Gunter (2012) also stated that
through repetitive experiences in the classroom, a child can successfully manage their
emotions. Gunter (2012) concluded his research by noting that integrating a preschool
curriculum with SEL prevents challenging behaviors from occurring in the classroom setting
and beyond the school walls. O’Connor et al. (2017) believed that the CASEL competency
framework is a helpful tool to support SEL implementation cycles. Additionally, O’Connor
(2017) stated that positive SEL experiences are the foundation for school readiness for
preschool students. According to White and Walker (2018), there was little research available
regarding how effective classroom teachers integrate SEL strategies with the school
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curriculum. However, Hemmeter (2006) and Fox et al. (2003) were instrumental in creating
an intervention model to support an embedded SEL program. The intervention model was
called the Teaching Pyramid Model.
The Brackett et al. (2009) research identified a gap in the literature regarding how
preschool teachers create nurturing and caring environments for preschool students. It was
suggested that one way to support preschool students in a classroom with SEL needs would
be through coaching support for the teachers (Brackett et al., 2009). According to the
NAEYC & NACCRA (2011), coaching in a classroom setting provides capacity building for
professional skills and behaviors for groups and individuals within a coaching cycle. Snyder
et al. (2015) stated that when preschool teachers use organized strategies in the classroom,
they can collect appropriate behavioral data to teach targeted SEL skills for students in a
classroom setting.
The research of Gilliam (2005, 2016) and Gilliam and Shahar (2006) concluded that
preschool students are being expelled or suspended from preschool by at least 10% of
preschool teachers. In addition, preschool students who are suspended more than nine times
are likely to drop out of high school (American Academy of Pediatrics, 2013). Additionally,
the USDOE Office of Civil Rights (2016) advocated to eliminate expulsions and suspensions
for early childhood students. Recommendations were made to develop three guiding
principles to support a safe and nurturing school environment.
Chapter 2 provided an examination of the literature regarding the SEL competencies
and the role of instructional coaches supporting SEL. In addition, Chapter 2 examined
challenging behavioral concerns in preschool settings and effective strategies for SEL.
Chapter 3 outlines the research design methodology of this study.
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Chapter 3: Research Design Methodology
Introduction
School leaders and educators have realized that social-emotional skills and
emotional management are critical components for students and classroom teachers (Patti
et al., 2015). According to Patti et al. (2015), there are benefits to having instructional
coaches and classroom teachers collaborate on challenging behaviors in a classroom
setting. The findings from Patti et al. (2015) concluded that with the support of an
instructional coach, classroom teachers become dedicated to learning how to implement
social-emotional strategies within classroom settings. The National Research Council,
The Commission on Behavioral and Social Sciences and Education, and the Committee
on Early Childhood Pedagogy (2001) and Gilliam (2016) stated that students who are
suspended 10 or more times are more likely to drop out of high school and experience
academic failure and retention. Also, when early childhood care promotes a high-quality
classroom experience, it supports school readiness and aides in enhancing socialemotional development skills in the first years of a child’s education (Gilliam 2016).
Therefore, this study focused on examining SEL, and the evidence-based strategies used
in preschool classroom settings.
The theoretical framework for this research design was based on the SEL core
competency model from the CASEL Center. CASEL (2013) stated that to have mastery
in SEL skills, a child must be able to master five core SEL competencies: (a) selfawareness, (b) self-management, (c) social awareness, (d) relationship skills, and
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(e) responsible decision-making (Appendix E). The research study used a
phenomenological approach (Usher & Jackson, 2017). Usher and Jackson (2017)
described a phenomenological study as a systematic and organized way of studying
others’ lives. This constructivist approach helped to establish and understand the
viewpoint of the human experience with SEL skills in preschool classroom settings. The
research questions address a qualitative methodological approach for the research study.
Research Questions
The study examined the practices of instructional coaches and classroom teachers
where those practices related to the use of embedded SEL approaches for challenging
behaviors in preschool classroom settings. This study addressed the following research
questions:
1. From the perspective of early childhood classroom teachers and instructional
coaches, how is social-emotional learning integrated into preschool classroom
settings?
2. What social-emotional, evidence-based strategies, if any, do instructional
coaches apply in early childhood classrooms as they work with classroom
teachers?
3. How do preschool teachers and instructional coaches describe the
effectiveness of these evidence-based strategies for social-emotional learning
in their teaching of children with behavioral concerns?
Research Context
This research study examined the perspectives of preschool classroom teachers
and instructional coaches’ practices relating to SEL skills in a preschool classroom
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setting. The research was conducted in a large urban school district in upstate New York
that will be referred to by the pseudonym “Seymore City School District (SCSD).” At the
time of this study, the SCSD’s student demographics consisted of 56% African American
students, 31% Hispanic students, 10% White students, and 3% other or mixed-race
students (New York State Education Department [NYSED], 2019). According to
Gorbman (2018), the poverty index for the SCSD rose from 32.8% to 33.1% from 2013–
2018. Additionally, the child poverty rate rose from 50.5 to 51.9%. NYSED (2019)
reported approximately 3,172 preschool students enrolled in SCSD.
Research Participants
The researcher used purposive sampling to identify the participants for the
research study. The school district had one early childhood education department with
approximately 56 preschool programs that consisted of two early childhood centers, 26
school-based centers, and 28 community-based organization centers. Within SCSD, there
were preschool instructional coaches and preschool teachers who taught in the preschool
programs. Therefore, the research participants were recruited from the programs through
interoffice email notifications and during virtual Zoom meetings (Appendix F). The
participants were chosen based on having 2 years of experience in preschool education
and previous experience supporting students with challenging behaviors.
Three instructional coaches and three classroom teachers were interviewed from a
pool of eight volunteers. The first six participants to volunteer who met the study criteria
were included in this study. Two volunteers were available in case any of the six
volunteers selected were unable to participate. The six participants were interviewed
based on their preschool classroom experience with children with severe and challenging
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behaviors. The participants worked at two early childhood centers, two school-based
centers, and two community-based organizations. They received a $10.00 gift card for
their willingness to commit their time to being interviewed.
Demographic Summary
Three instructional coaches and three preschool classroom teachers were
interviewed to obtain the data to answer all three research questions. All the participants
resided in upstate New York. The participant demographic information is located in
Table 3.1.

Table 3.1
Research Participants
Pseudonym

Professional Role

Background information

Mrs. Simmons

Instructional coach (IC1)

15 years of teaching and 4 years as a
coach

Ms. Nichols

Instructional coach (IC2)

10 years of teaching and 3 years as a
coach

Mrs. Sindar

Instructional coach (IC3)

Veteran teacher of 30 years and 6
years as a coach

Ms. Miller

Preschool classroom teacher
(PK1)

Veteran preschool teacher for 25
years

Mr. Fields

Preschool classroom teacher
(PK2)

Veteran teacher of 22 years and
preschool classroom teacher for years

Ms. Collier

Preschool classroom teacher
(PK3)

Teacher assistant in 1999 and Veteran
lead teacher for 21 years

Design and Methodology
This study used a phenomenological research design method. The design included
individual interviews that collected data on the perceptions and experiences of each
participant in the study. According to Creswell and Creswell (2018), a phenomenological
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study is a research design that is used to examine and understand a phenomenon
described by several individuals. This design was used to understand the lived
experiences of the preschool teachers and instructional coaches regarding their
experiences with severe and challenging behaviors in preschool classrooms.
Research Instruments
The researcher used two instruments for the study. Data were collected from the
research participants through individual, semi-structured virtual interviews using the
Zoom platform. A research protocol was used during the virtual interviews. Analytic
memos were written before, during, and after the interview process. The interview
protocol was developed by the researcher, using the CASEL (2003) competency
framework, to assist with a priori codes that aligned with the research protocol questions.
Procedures for Data Collection and Analysis
Data were collected from three different preschool classroom sites. Data
collection was completed individually with each participant. The average interview time
ranged from 45 to 60 minutes. The origin of the data collected was derived from
interview protocol questions created by the researcher. The researcher’s background
knowledge and open-ended, semi-structured interview questions allowed for reflexivity
between the researcher and the participants.
A cell phone was used, in addition to Zoom recordings, to record the interviews.
Inter-coder reliability was used to ensure reliability in the coding (Creswell, 2016).
According to Creswell (2016) inter-coder reliability is recommended for single
researchers to ensure cross-checking and consistency among coders. Data were
interpreted following the virtual Zoom interviews with the audio files transcribed by
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rev.com. After all data were collected and transcribed, they were coded and reviewed for
emerging themes regarding the sample population’s lived experiences.
Three cycles of coding were used. First, a priori coding was used based on the
semi-structured research questions in alignment with the CASEL (2003) competency
framework. Data were then coded using in vivo coding to support the voice of the
participants (Saldãna, 2016). According to Saldãna (2016), in vivo coding identifies
words and phrases from the research participants’ data to describe a group’s culture or
subculture. Lastly, axial coding was used to link categories with subcategories to develop
emerging themes from the lived experiences of the research participants (Saldãna, 2016).
The researcher used an analytic induction process for the qualitative study (Flick,
2018; Znaniecki, 1934). Analytic induction is a six-step process that tests assertions to
explain the data retrieved. In addition, the process provides a systematic way for coding
to extract conclusions drawn from the research data. The first step in the process was to
retrieve the data. The second step involved coding the data based on small manifest
themes. In the third step, the researcher looked for developing assertions or statements for
emerging and overarching themes (Flick, 2018; Znaniecki, 1934). In the fourth step, the
researcher compiled all claims or statements into supporting and contradicting
statements. Step five required the researcher to test the assertions by finding evidence to
support each one. Finally, the sixth step required the researcher to report the findings with
evidence in a summary with quotes from the participants of the study (Flick, 2018;
Znaniecki, 1934). The advantages of using the data analysis procedures ensured that each
research participant’s testimony was heard regarding their experiences with SEL and
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effective strategies within preschool classroom settings for students with challenging
behaviors.
Procedures
An in-depth procedural process occurred to obtain the data for this research study.
The following procedures aided in finding evidence to support the answers to the three
research questions of this study. Preliminary steps were strategically planned to ensure
the correct implementation of data collection. The data was then analyzed by the
researcher for a final analysis.
Preliminary Steps
1. Obtained IRB approval from St. John Fisher College.
2. District letter of support from SCSD.
3. Finalized approval from SCSD for the participation of classroom teachers and
instructional coaches from school-based and early childhood centers and
community-based organization sites.
4. Finalized approval from community-based organization sites for classroom
teachers to participate.
5. Emailed informed consent form to potential study participants, along with the
invitation letters (Appendix G), which included classroom teachers and
instructional coaches.
6. Emailed communication to participants for the study.
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Data Collection
1. Piloted test questions with individuals who were not participating in the study.
2. After pilot testing, I adjusted the protocol questions, if needed (Appendix H,
Appendix I) based on feedback from the pilot interviews.
3. Scheduled the interviews after receipt of consent forms.
4. Conducted and recorded the individual interviews.
5. Wrote analytic memos for each step of the research process.
Data Analysis
1. Transcribed the interviews using rev.com.
2. Coded a section of the transcripts for inter-rater reliability.
3. Reviewed the analytic memos.
4. Analyzed the transcripts using a priori codes.
5. Analyzed the transcripts using in vivo coding.
6. Developed categories and themes from axial coding.
Once all procedures were completed, the data were analyzed to determine the findings,
recommendations, and next steps for executive leaders. Credibility and confidentiality
were considered while completing the analysis.
Confidentiality
Confidentiality was maintained throughout this research study. Pseudonyms were
assigned to the research participants. No information was used to connect the participants
to each other or their pseudonyms. All semi-structured interview recordings and
transcripts are maintained in a private password-protected file stored on a passwordprotected computer, and they will all be destroyed after 3 years.
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Credibility of the Researcher
The researcher has worked in the field of education as a classroom teacher and
administrator for 20 years. The researcher earned a Bachelor of Science degree in
General Education and a Master of Science degree in Special Education, and a Master of
Science degree in Administration. The researcher also has a background in owning,
operating, and opening preschool and daycare classrooms in a variety of public and
charter school settings. At the time of the interviews, the researcher did not have a
supervisory relationship with any of the research participants.
Chapter Summary
This study in upstate New York examined SEL within preschool classroom
settings to identify how classroom SEL strategies are integrated into preschool classroom
settings through the lived experiences of three instructional coaches and three preschool
classroom teachers. This qualitative study was developed to identify and understand what
evidenced-based SEL strategies were used in the classrooms to help children with
persistent behavioral issues and to determine if they were effective. This study may help
classroom teachers and instructional coaches gain insight and a perspective on how
effective their roles are, together while applying SEL supports and strategies, in
preschool classroom settings.
Chapter 4 provides an analysis of the results, including a description of the themes
that emerged during the data analysis process.
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Chapter 4: Results
Introduction
According to Knight (2007) and Fullan and Knight (2011), coaches are known for
being a part of an overarching plan for systemic improvement. A coach develops
relationships and provides support in the classroom as willing teachers ready to help
(Toll, 2014). It is uncertain what strategies for SEL are being utilized in preschool
classroom settings. Therefore, this qualitative study was designed to examine what
strategies preschool teachers and instructional coaches use within their classroom settings
that are aligned with the CASEL (2017) framework. The research questions investigated
by the researcher were:
1. From the perspective of early childhood classroom teachers and instructional
coaches, how is social-emotional learning integrated into preschool classroom
settings?
2. What social-emotional, evidence-based strategies, if any, do instructional
coaches apply in early childhood classrooms as they work with classroom
teachers?
3. How do preschool teachers and instructional coaches describe the
effectiveness of these evidence-based strategies for social-emotional learning
in their teaching of children with behavioral concerns?
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Data Analysis and Findings
This section includes a summary of the themes that emerged through the process
of data analysis. The research findings are arranged by each research question and the
resultant themes. The themes that emerged from Research Question 1 were embedded
SEL, Pyramid Model instruction, morning meetings, and collaboration. The themes that
emerged from Research Question 2 were SEL is embedded daily and the six steps. The
final theme that emerged from Research Question 3 was SEL effectiveness. A virtual
Zoom, semi-structured interview process was used to collect the data for this study. Three
instructional coaches and three preschool classroom teachers were interviewed to obtain
the data to answer all three research questions. The participants came from three different
preschool settings: school-based, preschool center, and a community-based organization.
Each instructional coach who participated was guided by an interview protocol
(Appendix G). Each preschool classroom teacher who participated also was guided by an
interview protocol (Appendix H). Each interview protocol was aligned with the CASEL
(2017) framework. Data analysis was conducted using a combination of a priori codes
that were developed for Research Questions 1, 2, and 3 along with in vivo coding and
axial coding to note subthemes and emerging themes.
Results and Analysis for Research Question 1
Research Question 1: From the perspective of early childhood classroom teachers
and instructional coaches, how is social-emotional learning integrated into preschool
classroom settings? The study focused on understanding what SEL strategies were being
used to support the preschool classroom teachers within a classroom setting with students
with challenging behavioral needs. Examination of the data revealed several techniques,
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strategies, and perceptions from the preschool teachers and instructional coaches from
three different locations. As a result of this data analysis, four themes relating to Research
Question 1 emerged: embedded SEL, Pyramid Model instruction, morning meetings, and
collaboration. Table 4.1 illustrates the themes, key concepts, and subthemes for Research
Question 1. In this research study, the instructional coach was often referred to as the
technical support teacher (TST) by all the participants. The TST was used as a resource to
support the preschool teachers as a role model because of their past experiences in
preschool classroom settings as former preschool teachers.
Table 4.1
Research Question 1 – Theme, Concept, and Subthemes
Theme

Key concept

Subthemes

1.1 Embedded SEL

High scope

1.1a. Key developmental indicators
1.1b. Teacher led
1.1c. One-on-one with student

1.2 Pyramid model
instruction

Pyramid model

1.2a. Embedded and suggested
1.2b. Coaching

1.3 Morning meetings Community building

1.3a. Building community
1.3b. Large and small group
connections
1.3c. Connecting through songs

1.4 Collaboration

Social worker and
family are part of the
team

1.4a. Social worker-family
collaboration
1.4b. Modeling
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Theme 1.1: Embedded SEL. The instructional coaches integrated SEL
throughout the day to support the preschool classroom environment. The preschool
classroom teachers and instructional coaches referenced the HighScope curriculum
(2021) as a key component for integrating SEL throughout the day in their classrooms.
Mrs. Simmons stated, “So, the social-emotional integration is infused throughout the
day” Mrs. Nichols also stated that “the moment you greet a child” is when embedded
SEL begins. However, my philosophy is, and this goes back to when I was in the
classroom, that even from the moment you greet a child, you are embedding socialemotional learning in everything they do, as well as, even when you are instructing them.
(IC2, 30–33)
Mrs. Simmons said, “The first part is just our curriculum, in general, the
HighScope curriculum. It integrates social-emotional throughout the entire day” (IC1,
18–20). Embedding SEL is a significant concept in preschool classroom settings and,
thus, three themes emerged. The first subtheme was key developmental indicators
(KDIS), which are SEL-embedded strategies in the HighScope curriculum. The second
subtheme was teacher-led SEL strategies throughout the day. The third subtheme was
one-on-one student engagement with SEL in the classroom with the teacher,
paraprofessional, or instructional coach.
1.1a. Key Developmental Indicators. KDIs are SEL embedded concepts that
preschool students need to master before they move on to kindergarten. These indicators
are embedded in the HighScope curriculum and are listed in section B of the HighScope
curriculum (2021):
Social and Emotional Development
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a. Self-identity: Children have a positive self-identity.
b. Sense of competence: Children feel they are competent.
c. Emotions: Children recognize, label, and regulate their feelings.
d. Empathy: Children demonstrate empathy toward others.
e. Community: Children participate in the community of the classroom.
f. Building relationships: Children build relationships with other children and
adults.
g. Cooperative play: Children engage in cooperative play.
h. Moral development: Children develop an internal sense of right and wrong.
i. Conflict resolution: Children resolve social conflicts.
It was evident in the instructional coaches and preschool classroom teachers’
responses that the key developmental indicators drive the embedded social-emotional
experiences in each preschool classroom setting. Mrs. Nichols stated that “So, the socialemotional learning is embedded in the curriculum. It’s embedded in the lessons, it’s
through conversation; it’s acknowledging children, how they feel, their responses, all in a
positive way” (IC2, 22–24). Mrs. Nichols continued to reflect on the concepts embedded
in HighScope curriculum by stating the following “Self-identity, sense of competence,
emotions, empathy, community, building relationships, cooperative play, moral
development, and conflict resolution” (IC2, 143–144). Mrs. Nichols reflected on her
practices as a coach by stating,
Well, just for historic purposes, I’m one of the teachers that when the HighScope
curriculum was implemented in 2010, I was one of the teachers involved when it
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was first implemented. So, I’ve used it. I’ve implemented it. I’ve lived it. I see the
success in the curriculum I loved and welcomed. (IC2, 169–174)
Mrs. Simmons stated that, as a coach, she must make sure the following takes place with
the curriculum:
So, that’s basically making sure that the whole teaching team is using the
curriculum, using best practices, consistent. And it’s called a skills and indicator
checklist that, um, the coaches will go in, and we will kind of do an informal
observation and just make notes of what . . . making sure best practices are
happening. (IC1, 51–56)
Mr. Fields noted the importance of having social-emotional development for
preschool students by saying,
So, in knowing that if they’re not able to soothe themselves and they’re not able
to calm themselves, and if they don’t have this little toolbox of strategies, when
they get to kindergarten and, beyond, they’re gonna be missing instruction, a lot
of instruction, and, then that’s gonna just have further impacts on their
development and, even their social-emotional development, because if they
continue to fall behind in school, that’s just gonna be a hindrance to their social
and emotional development. (PK2, 395–400)
Mr. Fields continued by stating that, “We teach the students how to express themselves,
to acknowledge their feelings, and then eventually to help problem solve” (PK2, 22–25).
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Ms. Nichols stated,
So, we have three parts, the way I look at it. So, we have our curriculum, and with
our curriculum, we have key developmental indicators. And so that’s what guides
our practice. The other piece is our assessment tool. (IC2, 112–114)
She also said, “You know, this is me, but in terms of a sense of competence example, I’m
looking at the KDIs. (IC2, 271–272).
Mrs. Simmons said, “So, social-emotional integration is actually infused
throughout the day. The first part is just our curriculum in general, the HighScope
curriculum. It integrates social-emotional throughout the entire day.” (IC1, 18–20). Mrs.
Sindar agreed by saying, “All right. So, one, when we use the curriculum, and it is socialemotional strategies split right into their curriculum. It’s research based, it’s been around
since the 1950s, so it is researched and valid.” (IC3, 113–115). Mrs. Sindar also stated, “I
come back to the teacher, and we go over the checklist again. We look where there were
strengths, and we look at things that we need to tighten up” (IC3, 144–146).
Ms. Miller identified one of the key indicators as emotions in the moment where
she taught a student through an emotional experience with throwing a toy,
So, during work time, especially problem solving about, when the students have a
conflict, usually they’ll do something, or make a noise or something, or throw a
toy, so the first thing we do is ask, “Oh, I noticed that you threw a toy. Are you
upset? How are you feeling?” And then they address how they’re feeling first,
before we get to solving the problem. (PK1, 36–41)
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According to Ms. Collier, classroom teachers teach students how to have empathy for one
another, which is another example of a social-emotional development skill that students
need.
Then, I mean, the thing is if they’re learning that, um, instead of just saying, “I’m
sorry,” they’ll check on a friend; they’re like, “Are you okay?” So, they’re
starting to recognize that they have emotions and that other people do too. And
we try and embed that in any situation that might come up during the day. (PK3,
24–27)
1.1b. Teacher-Led SEL. In a preschool classroom setting, the preschool teacher
leads the embedded SEL lessons and the instructional coach observes and provides
embedded coaching and training, as needed, for the classroom teacher or the student.
Mrs. Sindar acknowledged, “So, when I observe a teacher implementing, following those
guidelines, which they are the High Scope curriculum guidelines, they’re the district
guidelines. And they work” (IC2, 214–215). Mrs. Sindar shared her support for the SEL
vocabulary in the classroom by stating, “So, we try to increase their emotional
vocabulary and what those emotions look like to make sure and encourage teachers to
really model those words” (IC3, 72–74). Ms. Miller, one of the preschool classroom
teachers, indicated:
We teach the students how to express themselves, to acknowledge their feelings,
and then eventually to help problem solve, and that is done throughout the
curriculum all day. (PK1, 24–25, 27)
Ms. Miller also stated the following: “Well, the integration of social-emotional
learning happens all day, from the moment they step in the classroom, until when the day
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is over” (PK1, 18–19). Mr. Fields, the preschool classroom teacher from the preschool
center, stated:
Well, we had the problem solving and the seven steps of problem solving that we
use with the kids, which is, as you know, embedded as a HighScope curriculum:
that’s a huge, um, a huge piece. And what’s great about it, it allows kids to, once
you get to the point where they’re able to actually, you know, follow through and
do all this steps, it allows them the chance to kind of calm, and then it also allows
them the chance to put expression to the, you know, through words, not
necessarily through physicality, but it allows them to express their feelings or how
they’re feeling, through words. (PK2, 318–314)
Ms. Collier stated, “It’s also incorporated into our social studies, and also we use
the Pyramid Model. So, a lot of the strategies within that can be embedded in other
curriculum” (PK3,43–44). Mrs. Collier also went on to say,
So, again, teaching those coping skills or teaching those skills of how to identify
their emotion or how to take a breath, instead of hitting or instead of throwing
something or instead of, you know, running away and those other behaviors, has
been helpful in that it does take time because you need to do it again, present that
when they’re not upset and embedding it into the curriculum. (PK3, 228–232)
Ms. Nichols acknowledged that,
The only time there’s ever teacher-directed instruction in a HighScope classroom,
it’s teacher-led, excuse me, it is during the small group time where you have the
group of children. (IC2, 34–35)
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Ms. Miller stated that “There’s not a lot of interaction amongst them, you know,
just virtually with speaking, but, um, it’s incorporated in the songs.” (PK1, 22–23). Ms.
Miller talked about teacher-led SEL in the morning,
During morning messages, we have songs about feelings, and then we ask the
students how they’re feeling, or give examples of a person’s facial expression, to
have them, talk about “if you see a person [and] their face looks like this, what do
you think?” (PK1, 31–34)
1.1c. One-on-One with Student. When SEL is embedded in a preschool
classroom setting, the student may require one-on-one student engagement. So, the
instructional coach or preschool teacher takes the time to observe and watch the body
language for these one-on-one student engagement moments. These moments can either
be led by the student or encouraged by the preschool teacher during a challenging
behavior. Ms. Nichols, who was an instructional coach, looked for cues from a student to
be invited in to support the one-on-one student engagement. She noted:
If the child says yes, invites me into the play, that’s when I might show a strategy
to teach them how to match certain size magna-tiles, or make a square or make a
cube. And then I’m walking through geometry if I’m making a cube. And so, I’m
integrating math into the social-emotional, or the social-emotional into the math.
That’s just an example. (IC2, 285–288)
Ms. Nichols also noted that, “So, the social-emotional learning is embedded in the
curriculum. It’s embedded in the lessons, it’s through conversation, it’s acknowledging
children; how they feel, their responses, all in a positive way” (IC2, 22–24).
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“And either I hang out with that child, or I sit very close to the child, so that the
child doesn’t think that I’m there just for the child.” (IC2, 317–318). Ms. Nichols also
talked about the students and how they comprehended SEL concepts by stating the
following,
So, you are engaging one-on-one with the child. And if a child does not
understand the concept, you don’t correct them, you guide them, you scaffold
them. And the most important thing, to me, is preserving the child’s sense of self,
their sense of self-worth, building their self-confidence. And that’s all done with
the adult-child interaction and how you guide them to learn the concept that you
are presenting to them. (IC2, 38–42)
Mrs. Simmons stated that if there were challenging behaviors, this is what she did
to combat it:
Whenever they need more, so it’s not just a lesson during small group or large
group, but this is really going to be that one-on-one attention, and how do we do
that? That's gonna be, like, our first and then boards, the visual schedules, more
one-on-one attention. And that’s where we get the social worker involved. (IC1,
165–169.
Mrs. Sindar noted how one-on-one interactions take place in the classroom, “Because [of]
work time, adults move from work, from child, then they go from child to child to
support what they’re doing, so you’re giving one-on-one time while you’re standing in
that classroom.” (IC3, 120–122). Ms. Miller learned how to provide that one-on-one time
when students were upset and frustrated: “‘Oh, I noticed that you threw a toy. Are you
upset? How are you feeling?’ And then they address how they’re feeling first, before we
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get to solving the problem” (PK1, 39–41). Mr. Fields noted that one-on-one time is
needed for severe behavior: “But an extra set of hands to be almost, like, a one-to-one for
those children who are the severe social-emotional needy kids” (PK2, 138–140).
Ms. Collier shared that one-on-one time helps students function better in the classroom,
“And it helps for the children to have someone else to interact [with] and see them,
treating them in that way, too, using the conflict resolution.” (PK3, 205–206).
Theme 1.2: Pyramid Instruction. The preschool classroom teachers and
instructional coaches know that for students to develop SEL skills, students must be
exposed to embedded SEL skills on a daily basis. The Pyramid Model is a researchedbased strategy used to enhance the SEL skills of preschool classroom teachers as they
teach and nurture preschool students in the classroom. The model consists of an
instructional coach who pushes into the classroom to provide support for teachers and
students (Fox et al., 2011). There are a variety of strategies and techniques that are used
to support the coaching cycles in a classroom with the Pyramid Model. According to
Hemmeter et. al. (2015), a variety of strategies can be used to support each coaching
cycle such as classroom observations, debriefing meetings, email feedback, providing
materials, modeling, helping in the classroom, problem-solving, and reflective
conversations.
1.2a. Embedded and Suggested. Mrs. Simmons discussed the importance of
conflict resolution and the Pyramid Model in a school setting,
We also have the part of the curriculum that is conflict resolution, and that’s
where we are not solving problems for children, but we’re teaching children the
tools that they need to be leaders and problem solvers later in their life. So, that
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really helps them with their independence and gives them those social skills that
they’re gonna need later on. We also incorporate, as well, the Pyramid Model.
(IC1, 24–29)
Mrs. Simmons recalled that,
If there is a certain behavior that’s happening, the social worker and the TST both
will come and will give different ideas of lessons that they can be using. And,
also, the teachers take Pyramid, which we give out, so some suggestions on
different lessons. Social-emotional’s hard because it’s really an individualized
thing. (IC1, 96–100).
Then Mrs. Simmons said, “So, Pyramid basically is teaching the social-emotional skills.”
(IC1, 143). Ms. Simmons also noted how she supported preschool teachers with their
lessons, “Now, through Zoom, we’ll have office hours and help them find lessons or find
different curriculum resources in order to drive their lessons” (IC1,129–131). Ms.
Nichols, the instructional coach from a community-based organization center, stated that
to do a lesson, “Just like if we’re in a moment in the classroom, and there’s conflict; you
stop, you teach the moment, and you help the child” (IC2,102–103). Mrs. Simmons noted
that an emotional literacy book can be used with SEL lessons. “So, the lesson plan this
year, we’ve been really using Zoom due to COVID, and we’ve actually been inserting
social-emotional lessons. But in the past, we’ve just been giving recommendations, so
different emotional literacy books” (IC1, 93–96). Mrs. Simmons discussed the steps in
the Pyramid Model.
Then the second step is really talking about looking at friendship skills and, um,
social-emotional skills that children need to be taught. And that’s where we really
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go into, how do we teach friendship skills, what do friends looks like, um, how do
we share, and how would you teach sharing? Not, like, explicit, like, directed
lesson, but it’s more like a play therapy. (IC1, 150–154).
Mrs. Nichols discussed the importance of using the Pyramid Model to teach embedded
SEL lessons.
Well, we all, use, the . . . . We’re all supposed to follow the Pyramid Model, but
the Pyramid Model is a culmination of all of the teaching strategies that we’ve,
been given, you know, through HighScope and through the various trainings that
we’ve had. So, an intervention strategy to stop a challenging behavior. (IC2, 347–
350)
Mrs. Sindar, who supported a preschool center, discussed the fact that the
Pyramid Model is a research-based teaching model for SEL. You know The Center for
Social Emotional Learning out of Vanderbilt University? They are the ones that actually
originally created the Pyramid Model. And children, we teach them the strategies. (IC3,
215–217)
Mrs. Sindar stated “All right. So, one, we use the curriculum. And [it] is socialemotional strategies split right into their curriculum. Um, it’s research based, it’s been
around since the 1950s; so it is researched and valid” (IC3, 113–115).
Mr. Fields, who worked in a preschool center, noted that, “Because [of] work
time, adults move from work from child to child to support what they’re doing, so you’re
giving one-on-one time while you’re standing in that classroom” (PK2, 139–140). Ms.
Miller, who worked in a school setting as a preschool teacher, stated that,
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The previous TSTs I’ve had in the past, have been extremely helpful, to where
when they see, when they come to visit the classroom and they see an area of
need, they actually go and . . . . This one particular TST . . . and be hands-on, and
kinda model different strategies to reach different students. (PK1, 119–123)
Mr. Fields used what he knew from past experiences to support each student in the
classroom,
I don’t always have a plan, you know, you kind of have to just kind of go with it
and infuse what you know from experience and use what you know from instinct
and, see if it works, especially when you’re working with kids that are, that have
the social-emotional needs. (PK2, 291–293)
Mrs. Collier, who worked in a community classroom setting, noted that,
Well, we all use them. We’re all supposed to follow the Pyramid Model, but the
Pyramid Model is a culmination of all of the teaching strategies that we’ve been
given, you know, through HighScope and through the various trainings that we’ve
had. So, an intervention strategy to stop a challenging behavior. (PK3, 347–353).
1.2b. Coaching. After a 10-year slide in social-emotional growth, upstate New
York Pre-K programs have seen a turnaround in children’s SEL since 2018. The
HighScope curriculum, TSTs, and the continuity of leadership has contributed to the
success of the upstate New York area pre-K programs. The HighScope curriculum is used
to support preschool programs by focusing on decision-making, building academic skills,
developing socially and emotionally, and becoming a part of a classroom community.
Active learning is at the center of the HighScope curriculum. The High Scope curriculum
represents the foundation of young children who gain knowledge through their natural
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play and interactions with the environment, events, and other people (HighScope, 2019).
The TST is a coaching staff person whose position was created for classroom teachers in
2012 by the executive director of the upstate New York Pre-K programs. The TSTs
support the HighScope curriculum and provide assistance within classroom settings to
ensure that high quality teaching is taking place in each classroom.
Ms. Nichols noted that in a community-based classroom, “So, as a coach, I come
in and I take a look at what is happening in the environment that may be a trigger, or a
problem that’s causing this child, student” (IC2, 48–50). Ms. Nichols shared with her
preschool classroom teachers how important it is not to label a child’s feelings.
“Do you think this is how you’re feeling?” So, I talk to the child to try and
understand how they’re feeling. I don’t tell the child how they’re feeling. I don'’
say, “Oh, you’re mad. Oh, you’re sad.” I don’t do that. And I coach my teachers
not to do that. Because if you're gonna put a label on something, again, you’re
telling the child. and you want just . . . the learning in the curriculum; you want
the child to tell you what they’re feeling. (IC2, 71–75)
However, Ms. Nichols shared the following with the researcher,
But the approach that I take and that I use in my coaching, is a ring of feelings,
feeling cards. And I’ll be honest, I got it from my colleague with whom I’ve
worked closely at WXXI. And there is, there are examples of different children,
different children’s emotions. (IC2, 66–69)
Ms. Nichols also stated that,
When I was at a community-based organization, my TST was . . . , who’s, long
since retired, and HighScope was brand new. And you don’t deliver praise, you
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encourage. And so we had a situation with a child who was throwing the big,
large hollow blocks. And I problem solved with this child for 45 minutes with
[TST] watching me. And I would look to her, and she’d say, “No, you’re doing it,
you’re doing it,” but it took 45 minutes for this child, who had escalated [so] that
he was throwing these blocks at other children . . . to get through it. And that’s the
thing, Eva, that’s so hard for teachers. (IC2, 2224–229)
Finally, Ms. Nichols shared that coaching is a framework by stating the following,
What it does is it provides the framework for guiding the adults in a classroom.
And so, what I mean by that is, the framework is there, it’s embedded, but do we
forget? So, if you think about it, if we go to a training, and we hear something that
we’ve heard before, and then we say, “Oh, yeah, I forgot about that,” that’s what
happens. It’s in the moment, when the stress level is high, in a situation, and
sadly, there are classrooms that do not have a supportive partner. (IC2, 479–483)
Mrs. Simmons said that coaching in a school setting is like “You’re giving that
child the skills that they need. And this has really been difficult in my practice as a coach
because everyone wants what’s best for kids, and they think that short-term, like,
immediate fix is what’s best” (IC1, 189–192). Mrs. Simmons shared the fact that
preschool teachers appreciate the support from their instructional coaches by stating the
following:
I think that they also appreciate it, ’cause it is a hard skill, their coach being right
by them, doing the hard work with them. So that’s a huge part, too, is we’re right
next to them. It’s not a PD. We’re, we’re right there supporting the teachers and
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telling them that they can do this and modeling that exact vocabulary and the
exact verbiage that they would have to use to help their kiddos. (IC1, 272–232)
Mrs. Sindar, who worked in a preschool center as an instructional coach, noted
that,
In our coaching, I mean, we talk, we actually, this year, I had more teachers who
are, I wanna say veterans. They have been here a little bit longer. You know, it’s
not their first year at all as teachers. So, we really do talk about, “Okay, so what is
[it]? Let’s look at your classroom. Let’s look at your daily routine.” We kind of
go back over and talk about the importance of morning messaging greeting time
because that’s a time to build community and that’s the social-emotional true
piece of the day when everybody comes together. (IC3, 36–41)
Mrs. Sindar shared that it is important to observe before supporting a teacher and students
in the classroom:
In the beginning, you have to learn, like, to take a deep breath. Sometimes the
other person will just go in and do it for them, and I had to learn not to do that. I
had to learn to stand back and watch and have those difficult conversations with
the teachers and the classroom staff. ’Cause it’s not just the teacher, it’s the
teacher and the assistant. So, having [to] step back and really look at what’s going
on and have those difficult conversations with the teaching staff and then work
together as a team to make a plan for what’s happening in the classroom. So, it
does change how you have to do things when you go from teacher to coach. (IC3,
180–186)
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Ms. Miller stated that TSTs are used to collaborate with classroom teachers: “And it’s
also collaboration from our tech support. We have tech support teachers that support the
teachers in the classroom” (PK1, 57–58). Ms. Miller stated that the TSTs give advice on
how to support the students in the classroom with SEL,
So, we had to reach out to TST, and our director, to get some advice on how we
would handle that situation, because they don’t get suspended or written up, but it
was causing [and] putting a lot of people in danger. So, we had to consult with
outside resources. (PK1, 62–65)
Mr. Fields noted that his TSTs were very supportive people:
But, typically, with my TSTs, when I, when I’ve had children that are, that have
severe social-emotional needs, it’s nice to have them in the classroom as another
support, because you gotta keep in mind you have 18 kids typically, in a typical
year. (PK2, 129–131)
Mr. Fields identified the obligations of the TSTs by pointing out the following:
TSTs don’t typically, in my experience, just because they are kind of all over the
place at different buildings and in different classrooms; they’re willing to help
with that, of course, but they just don’t necessarily have the firsthand knowledge
of the particular family or the experience necessarily, whereas social workers may
have that. (PK2, 443–446)
Mr. Fields also noted that,
Whereas the TSTs, they have the classroom-based experience; I feel like, like
they can help with classroom-based things, and they . . . see where . . . they can be
really helpful . . . because they are in a lot of different classrooms. So, you know,
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they may see situations that I am just seeing for the first time, but they may have
seen it in other classrooms numerous times because they’re in different places.
Okay, well, how was that handled? What strategies can you give me, you know,
based on what you saw happening at school, I don't know, 39 or wherever. (PK2,
480–484)
Ms. Collier agreed that the TSTs were very supportive when they were in the classroom:
To help support that. And our TSTs, as well, when they are able to come in and
visit the room, in a more typical time, they’re able to interact with the children
too. And we’re supposed to, we are, able to collaborate that way in implementing
different strategies with the children. (PK3, 112–113)
Theme 1.3: Morning Meetings. The instructional coaches and preschool
classroom teachers were big advocates for embedding SEL concepts first thing in the
morning, when all of the preschool students arrived at the classroom for classroom
morning meeting time. All the participants agreed that morning time meetings, helped to
support and build relationships among the preschool students and the adults in the
classroom. The students were also able to articulate how they were feeling and what kind
of social experiences they may have had at home.
1.3a. Building Community. Mr. Fields noted what he did to support morning
meeting in his classroom setting:
Well, it really starts right from the beginning of our day, with our morning
meeting, and it’s building that community. That’s where our community building
starts. The morning meeting is a time where we come together as a whole group
and we celebrate each other. (PK2, 27–28)
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Mrs. Sindar coached classroom teachers about the importance of morning meeting time.
She stated the following:
In our coaching, I mean, we talk. We actually talked this year. I had more teachers
who are, I wanna say, veterans. You know, they’re not all first-year teachers. So,
we really do talk about, “Okay, so let’s look at your classroom. Let’s look at your
daily routine.” We kind of go back over and talk about the importance of morning
messaging greeting time because that’s a time to build community and that’s the
social-emotional true piece of the day when everybody comes together. (IC3, 36–
41)
Mrs. Sindar talked about the importance of building community and trust in the
classroom with the morning meeting greeting:
So, how are you gonna build community? First everybody needs to learn each
other’s names, so you’re gonna do a lot of thinking of, how are you gonna add
[person’s name] into to your morning message. Make sure you’re greeting each
child, on, of course, a first-name basis. That way children will learn each other’s
names. They will start to use each other’s names, and you need to use your name
and model that for children. And once you really start to do that, children will
come along and start to trust. But it’s really; it’s gonna take some time. (IC3, 43–
48)
Mrs. Sindar continued to discuss the importance of embedding SEL in the morning
greeting by noting,
So, we really have to help build those social-emotional supports. So, that’s why
every day, when we have greeting time, that’s a day that’s the time to connect.
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And, really, the purpose is we’re gonna talk about the new changes, we’re gonna
talk about how we’re feeling. (IC3, 68–70)
Ms. Collier emphasized the importance of morning message time, “A lot of our socialemotional things that we do right now, in our schedule, is during our morning message
greeting time; we talk about what we use, we take time to talk about our feelings a lot”
(PK3, 18). Ms. Collier continued to say talk about the greeting time, “Yes. In terms of,
like, through our daily schedule, through our, main greeting time, is when they’re
expressing how they feel in that way of the curriculum.” (PK3, 35–36). Ms. Miller talked
about what could happen in a morning meeting:
During morning meeting, one example is, like, during morning messages, we
have songs about feelings, and then we ask the students how they’re feeling, or
[we] give examples of a person’s facial expression, to have them talk about if you
see a person their face looks like this, what do you think? (PK1, 31–35)
1.3b. Large and Small Group Connections. The large and small group
connection time in the preschool classrooms set the tone for students to build community,
learn embedded SEL skills and strategies, along with learning skills to develop and grow
in the real world. Ms. Simmons stated that relationship building is key during small group
instruction, “And we also use SEL during small group time; we will teach them different
ways through using emotional . . . literacy. We do hands-on that targets certain social
skills that maybe children are lacking” (IC1, 33–35). Mrs. Simmons agreed with her
colleagues that small group and large group time is vital to SEL skills, “But yes, as a
whole, we do have small group lessons and large group lessons that really target different
social skills” (IC1, 45–46). Additionally, Mrs. Simmons mentioned using a behavior
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support intervention plan (BSP) to support small groups. A BSP focuses on the
challenging behavioral needs of a particular child. A plan is created by a team of
individuals to support and help decrease the challenging behavior. Mrs. Simmons
addressed this by saying,
What do we do with those kids? So, that’s really where that BSP comes in, and
how are we going to support them whenever they need more? So, it’s not just a
lesson during small group or large group, but this is really going to be that oneon-one attention, and how do we do that? (IC1, 164–167)
Mrs. Simmons also noted that, “We embraced Pyramid, the different small groups and
large groups and use scripted stories. I think those teachers that really embraced it, they
saw how meaningful it was ’cause they weren’t giving the extrinsic rewards” (IC1, 222–
225). Ms. Nichols agreed with Mrs. Simmons. She noted that SEL is teacher-led. “It’s
teacher-led, excuse me, it’s during the small group time where you have the group of
children. Now, granted . . . that’s the typical environment. It’s not the environment we are
in now” (IC2, 3–36). Ms. Nichols also noted that, “The other way you do it is you teach
about emotions. You can do that through music, you can do it in large group” (IC2, 258–
259).
Ms. Miller also recommended that, “We do a lot of that, like, during small group,
during, morning message. and during work time, especially problem solving about when
the students have a conflict.” (PK1, 36–37). Mrs. Sindar explained that
Those adult-child interactions during small group and work time, because
[during] work time, adults move from work . . . from child to child to support
what they’re doing, so you’re giving one-on-one time while you’re standing in
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that classroom. It’s the same with small group. You get up and you move. If
you’re doing it right, [you’re] moving and going next to the children. (IC3, 119–
122)
In addition, Mrs. Sindar talked about the idea of doing groups on Zoom with preschool
students,
But you really have to make those emotions large . . . so that children can start to
recognize, when you’re on Zoom. So, you can kind of say, too, when they are in
person, “Look at my eyes, my eyes are feeling frustrated right now.” So, they can
kind of remember and recall those emotions. (IC3, 76–81)
Mr. Fields explained the importance of transitioning from a morning meeting to a
small group,
So, I’ve learned that, you know, with these little guys, you just gotta take that [a]
little, tiny, you know, even if you’re able to just like that one little example, get
them to move from a morning meeting to a small group and they do it
successfully. (PK2, 510–514)
Ms. Collier shared some examples of what is done in group meetings:
And it’s embedded, also, in a lot of our music, too, like singing about our feelings
and . . . introducing it that way. Doing a lot of “if you’re happy and you know it,
if you’re mad and you know it.” (PK3, 90–92)
1.3c. Connecting Through Song. The preschool teachers and instructional
coaches understood that through songs and music a SEL connection can be made with
preschool students during large group activities and transition times in the classroom.
These songs build a sense of belonging, community, support transitions within the
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classroom to other activities, and reinforce SEL skills. Students can demonstrate how
they are feeling through interactive songs, music, and dance. Ms. Miller noted that
singing helps to support the transition in her classroom setting especially due to the
COVID precautions that have been put into place for classroom settings.
We do a lot of redirecting, and a lot of redirecting when it comes to the socialemotional piece. Because the kids, they don’t, they’re not used to being away
from home, and having to follow rules, and now with them being in pods, like
these areas and they have to social distance, it’s so hard. So, some of the strategies
that we use is a lot of transition songs, a lot of singing, to kinda get them used to
the routine. (PK1, 76–80)
Ms. Miller also stated that, “During morning messages, we have songs about
feelings, and then we ask the students how they’re feeling” (PK1, 31–32). Ms. Collier
noted that songs were used as an emotional check-in for the preschool students. She
stated that she used the following to support the SEL check-in with her students, “During
morning messages, we have songs about feelings, and then we ask the students how
they’re feeling” (PK3, 20–21). Ms. Nichols said that interactive songs were used to help
preschool students identify how they are feeling emotionally. She shared the following
example,
And so one of our classic songs that we used in the classroom is, an emotion song
where you show your happy, mad, sad, scared face. And it is an interactive song
and the children, you know, we make up the faces and the children laugh at it
because, you know, they’ll make a mad face but they’re laughing hysterically.
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And then, I get a mirror. And mirrors are wonderful. I have had mirrors all over
my classroom to show a child what their face looks like. (IC2, 259–263)
Ms. Nichols advocated for interactive songs through music saying, “You can do that
through music, you can do it in large groups.” (IC2, 258–259).
Mr. Fields recognized that songs are a great embedded SEL resource to help
students calm down. He recalled how songs in his classroom calmed down his students,
“We teach them little jingles that they can say, little songs that they can say, sing to
themselves to help them calm down” (PK3, 27–32). In addition, Mr. Fields noted that
interactive songs are a great way to transition students throughout the classroom. For
example, “I mean, transitions have to happen. So, thinking, “okay, they need a song, or
they definitely need . . . maybe they need a visual cue to see, if we’re gonna be moving”
(PK2, 540–542). Ms. Collier acknowledged that the following happens in the large
groups, “Even in our large groups, when we’re doing music and dancing or talking about
our feelings, we are learning how to solve different problems” (PK3, 235–236).
Theme 1.4: Collaboration. The coaches and preschool teachers were supported
by parents, family members, and social workers. The preschool teacher and coaches
believed that they could not be successful with embedding SEL skills in the preschool
classroom unless they had parent support. There is a special collaboration that took place
for the preschool students with challenging behaviors to receive support with improving
their SEL skills. Additionally, through this collaboration, the rituals, routines, and
consistency could be supported at home and at school through the consistent use of SEL
strategies with a preschool student.
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1.4a. Social Worker-Family Collaboration. Mrs. Simmons stated that,
Yes. It’s not just for challenging students but for all students. So, we really focus
on that prevention. And then, later, if there are challenging behaviors, we also
have a behavior support model that [the] teachers, the TSTs, [and] the coaches
will support and also the social workers and adult family educators. We all
support these students and families that have challenging behaviors to give them
those skills that they’re lacking. But, yes, as a whole, we do have small group
lessons and large group lessons that really target different social skills. (IC1, 39–
45)
Mrs. Simmons discussed the important role that the social workers play on the teams with
the TSTs when challenging behaviors occur in the classroom setting, “And then, like I
said before, if there is a certain behavior that’s happening, the social worker and the TST
both will come, and will give different ideas of lessons that they can be using” (IC1, 98–
99). The collaboration between the TSTs and the social workers continues as they do the
following,
And then we also work with the social workers and help teachers lesson plan
during their breaks. Or now, through Zoom, we’ll have office hours and help them
find lessons or find different curriculum resources in order to drive their lessons.
(IC1, 128–131).
Ms. Nichols noted what members were on the team to support challenging behaviors,
That’s when we brought in a team, so to speak. And the preschool department, the
early childhood department, at that time, we had a behavior psychologist
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consulting, and then, the social worker, because we needed to find out why this
child was so angry. (IC2, 364–369)
Mr. Fields valued the support of the social worker as part of the team in the classroom,
“Well, you know, I also have, in the past, I’ve had, the opportunity to bring in our social
worker, and she’s been able to provide some specific, like, social-emotional curriculum,
things like that for the kids” (PK2, 34–36). Mr. Fields understood that it was important to
support the whole child, so he made a recommendation that if all other strategies don’t
work,
If it doesn’t, that’s when I usually bring in some of the outside support. I reach out
to my TST, or I reach out to the social worker, or I try to get some other
strategies, or often I request their help for also reaching out to the families. (PK2,
83–85)
In addition, Mr. Fields noted how collaboration happened in his preschool classroom
setting,
So, yeah, that’s where you get the collaboration with the social worker. They have
a different set of skills and tools in their toolkit that they can use, as well as
resources that they can offer to the families that I may not be aware of. (PK2,
110–112)
There was a teacher-family connection that supported the parents and families as part of
the team. Mr. Fields noted how it happened in his classroom setting,
So, when I typically see students out of the normal, as far as the social and
emotional need, the ones that are more severe. That’s when I’ll reach out to the
social worker to say, “Okay, listen. This is what I’m seeing. What suggestions do
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you have? Can you reach out to the family? Do we have resources?” [I] find out
what resources the families might need. (PK2, 114–118)
Mr. Fields believed that the family played an important role in supporting SEL in the
preschool classroom settings,
So, I just, I feel like I typically, when I have a child or I have a family that is in,
need that I can’t necessarily meet in the classroom, the social worker is the one
that I typically would go to after talking to the family. And, of course, I always
ask the family as well, if I feel like it’s something, you know, I say to them, “do
you mind if I try to find you some resources that can help with this particular
situation,” and “I can put you in contact with Mrs. [Social Worker] who’s our
social worker. (PK2-448–453)
Ms. Collier noted that weekly team meetings are critical to support SEL in the
classroom:
There’s collaboration within my team in terms of talking at the beginning of the
year of what rules we might implement, but also letting the children help to
develop those rules, depending on where they’re at. We also have weekly
meetings as a team with our TST and others. (PK3, 104–106)
Ms. Miller noted that, at that time, she uses parents as a resource especially since
the occurrence of the pandemic, “We try to collaborate with the parents, because we have
a lot of 3- and 4-year-olds; 3-year-olds—a lot of them are first-time students being in
school—and parents, and virtually, when they’re home, it’s a whole different
environment” (PK1, 44–48). Ms. Miller was a big advocate for parent and family
collaboration,
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So, the parents kinda control the behaviors at home, but when they get to school,
it’s something different, so we have to reach out and collaborate with the parents,
to ask, “Are these behaviors . . . . Do you see them at home?” And “when those
things are happening do you, what do you do?” So that we can kinda connect
home to school, so they can be familiar with some strategies that they’re used to
before we start incorporating and teaching them a new way to do things. (PK1,
50–55)
During the pandemic, Ms. Miller stated that she collaborated with moms and parents. She
said, “Well, they were collaborating with Mom, the parents, to see if they can get them
used to keeping their face mask on, staying [at] attention at the computer, and kinda
following directions or routines at home first” (PK1, 67–69).
Mrs. Sindar stated that SEL involves having conversations with parents,
You know, we say 4 to 6 weeks in the beginning of the school year. That’s kind
of what—ha—it’s gonna take time. And also, you know, normally in a normal
school year, during their drop off and pick up time, just having a brief
conversation with parents. Say, “Hey, you know, this is what we did in class
today,” or, “We went on the playground, and he really liked the slide.” So, it’s
just making those personal connections in the beginning and really just making
teachers aware that that has to happen. That’s really a part of social-emotional
learning. (IC3, 50–55)
Mrs. Sindar shared a wonderful experience she had with a parent,
So, those strategies, you see a lot. You see behaviors change in a classroom. You
see children work together. And you see the adults working and supporting the
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children. And it’s funny because, a lot of times, parents will say, “You know,
they’re starting to use these strategies at home.” If you’re communicating as a
teacher, [you say,] “These are the things I’m doing to help your child at school.
Would you like some of these to take home? (IC3, 225–229)
Mrs. Sindar noted that there was a team partnership that existed within the classroom to
support the whole child,
So, that’s where that partnership, you know, it’s the parent, teacher, student,
school relationship is ongoing. It doesn’t end. It changes the dynamics through the
year, but you really have to keep and nurture that relationship going. Especially
during COVID because we all need to see another friendly face because we’ve
been so in-person deprived of facial one-to-one contact. (IC3, 231–234)
1.4b. Modeling. The instructional coach models SEL skills for the preschool
classroom teacher and the students in the classroom, and the preschool teacher models
SEL skills for the preschool students in the classroom. Ms. Nichols stated that coaches
must model consistently,
Oh, the other thing is our model, our model, model, model. So, when I’m in the
classroom, if I cannot collaborate, and the teacher is not paying attention to what
I’m doing, I literally say, “I’m modeling.” And to cue them to watch what I’m
doing. (IC3, 202–204)
Ms. Nichols also mentioned the following when modeling,
No. But when the teacher is just at their wit’s end because this happens every
single day, instead of getting upset, it’s like I bring them down, I start to model. I
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go through the six steps to conflict resolution plus other skills that I have, and
again, model. (IC2, 502–504)
Mrs. Simmons discussed how coaches collaborate with preschool classroom teachers,
So, we do collaborate with the teacher. A lot of the times, it is through modeling.
Whenever we go in, it’s a lot of hands-on. Well, before COVID. It’s a lot of
hands-on modeling with students and how an adult interaction occurs. So, a lot of
our strategies that we have are modeled. (IC1, 115–119)
Mrs. Simmons also stated that,
Okay. So, a lot of it is [the] adult is modeling adult/child interaction. Conflict
resolution’s a huge one. All those are . . . incorporate social/emotional. And again,
with that BSP, modeling those best practices, modeling how to deal with
challenging behaviors, how to teach social/emotional skills. And then we also
work with the social workers and help teachers lesson plan during their breaks. Or
now, through Zoom, we’ll have office hours and help them find lessons or find
different curriculum resources in order to drive their lessons. (IC1, 124–131)
Mrs. Simmons noted that SEL skills are a hard skill, so TSTs are there to provide support
for mastery,
So, yes. I think that they also appreciate it, ’cause it is a hard skill, their coach
being right by them, doing the hard work with them. So that’s a huge part, too,
we’re right next to them. It’s not a PD. We’re right there supporting the teachers
and telling them that they can do this and modeling that exact vocabulary and the
exact verbiage that they would have to use to help their kiddos. (IC1, 227–232
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Mrs. Simmons stated that you can’t just give a directive, you have to model and support
students and classroom teachers in the classroom:
These are little kiddos. They’re all different, and they all have different needs, and
you can’t just say, you know, “Use the squishy ball for all this . . . all these
children that need self-regulation.” You really have to get to know them, get to
know the families, get to know that environment that they’re in, in the classroom.
And then you need to approach it as the whole child. And you can’t do that from a
Zoom screen. You can’t do that from a PD. It really needs to be going in [an]
embedded modeling. (IC1, 244–250)
Ms. Collier noted that modeling can occur in the classroom with social stories.
Social stories are images that explain specific behaviors or social interactions or skills to
be taught (Wahman et al., 2019). They are designed to benefit students who have a
difficult time with interactions or social behavior. Ms. Miller stated that, “Yeah,
modeling TSTs. We also use, like, social stories. Our social stories, for example, when
we read stories, or like these cards to where it models the appropriate behaviors or the
expected behaviors in the classroom, social stories” (PK1, 148,150–152). Ms. Miller
acknowledged that modeling is done in real time,
And be hands-on, and kinda model different strategies to reach different students.
So, that was helpful when they actually model the language, or the interaction, or
the different strategies, when we can actually see it in real time as opposed to
reading an article, or having a workshop on it, when the situation is not
happening. So, that was best for me, to see a TST person actually be hands-on,
and it’s a real-life situation, and [I] kinda see how they model it so that, you
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know, it’ll be more powerful the next [time] we need to use the strategy. (PK1,
119–128)
Ms. Miller stated that a social story encompasses the following, “Our social
stories, for example, happen when we read stories, like these cards, where it models the
appropriate behaviors or the expected behaviors in the classroom, social stories” (PK,
150–152). Mrs. Sindar, who is a TST, stated the following about modeling, “So, we try to
increase their emotional vocabulary and what those emotions look like to make sure and
encourage teachers to really model those words” (IC3, 72-74). Mrs. Sindar also noted
that,
Also, New York State requires us to model for social-emotional and behavioral
supports. You know, research came out that preschoolers were being suspended
for behaviors. And that’s never been allowed in our program. We have [a] whole
list of things you have to go through before a child is actually taken out of the
classroom. (IC3, 124–127)
Mr. Fields discussed how the social worker was brought into model,
So, we’ve been able to bring her in, and that often happens at, like, morning
meeting time, too, because it’s just, it’s, like I said, it’s that time where we’re
together as a group, as the whole class. I do a lot of modeling and things like that,
playing off myself and my para. We’re pretending that we’re children, and you
know, problem solving modeling with the kids, modeling situations that we see
happen in our classroom. We’ll kind of model what we see, you know, and then
we’ll talk to, with the kids and model for them how we could solve those different
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problems, whether it be sharing materials or sharing space, or a number of
different things. (PK2, 41–46)
Mr. Field also acknowledged that,
A lot of that has to do with just modeling and just repetition with the kids. Just if
you have your routine, and you have your rituals that you’re trying to establish
with them, it’s just modeling it for them and being consistent with it. and that
typically works. (PK2, 79–81)
Mr. Fields also noted what modeling looked like in his classroom,
And, as I said, we teach those and model them typically through morning meeting
’cause we’re all there, and the para and myself will often model how we can use
those different strategies. So, that’s definitely, a biggie. I’m trying to think if
there’s others. There’s, you know, we have stuffed animals in there, so they’ll
have a stuffed animal that they can talk to or just comfort with. (PK2, 346–350)
Mr. Fields appreciated the support in preschool for social-emotional coaching and
modeling. He stated:
I just know, in elementary, when you’re 20-something kid and you’re by yourself,
you’re not able to do the things that we’re able to do in preschool, because we
have the support; even just having that one additional para, you are able to kind of
meet that child[’s] need and really model and push them towards those things
easier, I think, in pre-K than you are once they get up in elementary. (PK2, 404–
408)
Ms. Collier appreciated having visits from the TSTs to support SEL in her
preschool classroom setting,
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I think having visits from the TST . . . is helpful because, they’re able to observe
things that I might not see in a given moment, and then help us to address it later.
It also, they’re there to help model different things, learning the different ways to
speak within HighScope. (PK3,193–197)
Ms. Collier mentioned three areas in the classroom that provided supports for SEL skills,
“So having someone model that is very helpful. And someone to observe you are doing it
and to coach you and support you in doing. That is helpful” (PK3, 197–199).
Results and Analysis for Research Question 2
Research Question 2: What social-emotional, evidence-based strategies, if any,
do instructional coaches apply in early childhood classrooms as they work with
classroom teachers? The study focused on understanding what social-emotional,
evidenced-based strategies preschool classroom coaches applied within the preschool
classrooms while supporting the preschool teachers and students. An examination of the
data revealed several strategies that were used on a consistent basis to support the
mastery of SEL skills in the classroom with preschool classroom teachers and students.
As a result of the data analysis, three themes relating to Research Question 2 emerged.
The themes that emerged were consistency and conflict resolution. Table 4.2 illustrates
the themes, key concepts, and subthemes for Research Question 2.
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Table 4.2
Research Question 2 – Theme, Concept, and Subthemes
Theme

Key concept

Subthemes

2.1 Consistency

SEL is embedded daily

2.1a. Rituals and routines
2.1b. Consistency
2.1c. Visuals

2.2 Conflict resolution
Support

The six steps

2.2a. Self-regulation
2.2b. Problem solving skills
2.2c. Work time

Theme 2.1: Consistency. This theme specifically refers to the importance of
ensuring that preschool students with challenging behaviors had meaningful and real-life
experiences with social-emotional strategies when faced with a conflict or issue in a
preschool classroom setting. The strategies are embedded throughout the day, as needed,
based on classroom rituals and routines, consistency of the preschool teacher and
preschool team responses to problematic issues, and through using visuals aids to support
the students who had a difficult time communicating their social-emotional needs.
2.1a. Rituals and Routines. The preschool teachers and instructional coaches
believed that a preschool student must have a routine schedule to adapt to the classroom
and develop SEL skills. This is a critical part of the social-emotional process within a
preschool classroom setting because it prepares a child for real-life experiences. Mrs.
Simmons stated that,
’Cause, sometimes, it’s just not being consistent, not following a schedule, it’s as
simple as that, the kids are trying to say, “Hey, I really need this as part of my
day.” Once we have the skills and indicator checklist, we write goals for the
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classroom as a whole. So, if there’s something that’s lacking, like a consistent
schedule, then we’ll work as a whole team on “how are we going to make the
schedule a little bit more consistent?” (IC1, 58–63)
Ms. Miller also noted that in a school setting, “Routines in the classroom kinda help
transition students back into a school environment” (PK1, 71–73). Additionally, Ms.
Miller stated that,
We do a lot of redirecting; a lot of redirecting, when it comes to the socialemotional piece. Because the kids . . .they’re not used to being away from home
and having to follow rules, and now with them being in pods, like these areas, and
they have to social distance; it’s so hard. So, some of the strategies that we use is
a lot of transition songs, a lot of singing . . . to kinda get them used to the routine
and just, you know, just going by the routines of the classroom. (PK1, 76–82)
Ms. Miller stressed the need to be positive when following routines and teaching SEL
skills in the preschool classroom. She stated:
Even though they’re little, they’re reinforced when they’re doing something good,
and when they’re not going to stay doing something good, but complying with
classroom rules and expectations, and the social-emotional, so I keep encouraging
the positive behaviors, and keeping it positive to where you’re highlighting when
the things are going right. The highlighting when they are doing what’s expected
in the classroom. That works best as opposed to, “No, you can’t do this,” or. “No,
we don't do that.” It just when you keep it positive and keep reinforcing the
expected behaviors, that [it] works best. (PK1, 92–99)
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Ms. Miller emphasized, “So some of the strategies that we use is a lot of transition songs,
a lot of singing, to kinda get them used to the routine” (PK1,74–75).
Ms. Nichols, the coach, believed: “And, so, the way it is managed is through SEL,
kind and caring contact, and, again, the adult-child interaction, a review of the classroom
guidelines, and just supporting that child to find out what they need” (IC2, 58–60). Ms.
Collier, who worked in a community-based setting with Ms. Nichols, indicated that a
daily schedule is important to support the embedded SEL skills in the curriculum, “Yes.
In terms of, like, through our daily schedule, through our the main greeting time, when
they’re expressing how they feel in that way, curriculum” (PK3, 35–36). Mrs. Sindar and
Mr. Fields worked in a preschool center and their beliefs are similar when it comes to
following ritual and routines in a classroom setting for preschool students with
challenging behaviors. Mrs. Sindar believed that a daily routine is critical for all students,
That’s another part for social-emotional, and we talk about the importance of, like
starting, maintaining, and incorporating a consistent, daily routine so children
know what predictability is from day 1 to day 180. It has to happen every single
day. (IC3,29–32)
Mrs. Sindar made sure to give gentle reminders to the teachers who she coached in the
classroom setting and noted the following,
“Okay, so let’s look at your classroom. Let’s look at your daily routine.” We kind
of go back over and talk about the importance of [the] morning message greeting
time because that’s a time to build community, and that’s the social-emotional
true piece of the day when everybody comes together. (IC3, 38–41)
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Mrs. Sindar asked very important questions when she coached preschool
classroom teachers to support the routines in the classroom such as,
“Is a daily routine being followed? Are you using strategies to help the child calm
down? Have you introduced some? Are you modeling them? Are you using
them?” We’ll go through and I’ll spend a couple hours in the classroom, usually
about a half a day, going through the checklist. And then we come back and look
at what I’m seeing. And I come back to the teacher, and we go over the checklist
again. We look where there were strengths, and we look at things that we need to
tighten up. (IC3, 141–146)
Eventually, Mrs. Sindar wanted to let the classroom teachers know about the importance
of using the Pyramid Model in the classroom for rituals and routines:
A plan has to come in place, and they come back. And the number one, the
bottom part of the Pyramid is about classroom environment, “are you following a
consistent, daily routine and just really good teaching practices?” So, it’s bringing
it back in. And those are social and emotional supports, too. (IC3,127–130)
Mr. Fields valued the importance of building relationships through rituals and routines,
But you always, I mean, I guess you always kind of start the year, yes, with
building in some of those social and emotional things, and it really starts with,
you know, building those rituals and routines and building those relationships
with the kids. (PK3, 61–64)
Mr. Fields identified that rituals and routines had to be planned for preschool students,
So, yeah, it’s there, but it’s not something . . . . You know, the part that’s always
planned is that part of the rituals, the routines, and building the community. How
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do we work as a community, as a group? Because a lot of the kids at this age, they
come in and this is their first experience having to be with a bunch of other little
people like them. (PK3, 69–72)
He also stated:
And a lot of that has to do with just modeling and just repetition with the kids.
Just, if you have your routine and you have your rituals that you’re trying to
establish with them, it’s just modeling it for them and being consistent with it.
That typically works. (PK3, 79–81)
Finally, Mr. Fields acknowledged that preschool students can follow rituals and routines
successfully:
They’re able to come in and follow the routines and rituals, and it’s not throwing
them off their agenda or whatever it is that they had in mind of what they wanted
to do. You know, if they’re able to come in, and they’re able to follow those
routines and rituals, if they’re able to transition throughout the day, if you’re able
to see them problem solving with their friends during work time or when you’re
on the playground. If you’re able to see them using their words, I’m such a big
proponent of talking it out. (PK3, 617–628)
2.1b. Consistent SEL Practices. The coaches and preschool classroom teachers
valued consistency in the preschool classroom setting. Consistency ensures that students
already know the rituals and routines and how to problem solve appropriately with peers
and others using embedded SEL skills. Students learn how to navigate during social
situations that may be uncomfortable or challenging with a consistent schedule and
routine.
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Mrs. Simmons, the instructional coach, in a school setting valued consistency
within students who had challenging behaviors because she began to see a decrease in the
challenging behaviors when the classroom teachers used consistent SEL practices in their
classrooms. She stated, “It’s a hard job to be consistent and to follow a BSP; to be honest
with you, because it’s not a short-term fix” (IC1, 179–180). Therefore, Mrs. Simmons
noted, “So, you’re not gonna see the change happen over a week. You’re gonna see the
change happen in 2 weeks as long as you’re consistent” (IC1, 187–188). Mrs. Simmons
acknowledged that documentation is key with being consistent,
So, in our HighScope program and in Pyramid, and just in our preschool
department, we rely a lot on anecdotes, a lot on documentation. So, again,
whenever I said in the beginning, whenever you’re making those ABC logs,
you’re documenting those patterns of behavior. So that is a consistent thing that’s
happening, through the entire process. (IC1, 19–22)
Mrs. Simmons indicated that consistency with coaching is a critical factor in the
classroom:
A lot of times, though, the difficult part is if you can’t invest that time and model
base coaching, or if not everyone on the team is consistently putting those
preventions in place, preventing those best practices in place, then, you don’t see
these strategies working, and you do see the behaviors either stay consistent or
even, sometimes, they can even get worse, if everyone’s not consistent and on the
same page. (IC3, 10–14)
Mrs. Simmons noticed that rituals and routines along with consistency help evidencedbased strategies:
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The evidence-based strategies were helpful because it was routine. It was
consistent. So, we established some consistencies with both the educators, from
one educator to the next, so the expectations across the board was the same,
whether it was one teacher working with the student or a different teacher, or
different students in the room, or different students doing the behavior. I think
strategy based, when it’s consistent, it establishes more consistency. I think that’s
what helps it. (IC3, 95–102)
She also stated,
When you work and you teach kids strategies, calming down strategies, you teach
them in a calm tone, when they’re not heightened in a crisis, or trauma, their brain
is up here and they’re using their thinking brain, those kids make an amazing
turnaround. But it really takes consistency of doing those things every single day.
(IC3, 203–205)
Ms. Nichols supported community-based preschool sites as an instructional
coach. She noted the following about being consistent,
They are, if implemented and used regularly or consistently, excuse me.
Consistently. They are very effective in changing the child’s behavior. It will not
be an instantaneous change. Everything takes time. So, for example, the child who
kept throwing the table every single day, throwing his food on the floor every
single day, it took 3 months to just change the throwing the table. But did it
change? Yes. It’s, hard, it’s very hard, but consistency is key. Consistency of
language, consistency of practice, consistency of using the strategies, consistency
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of language between partners. These strategies are effective if implemented [and]
executed upon. (IC2, 554–560)
Ms. Collier a community-based teacher recognized the importance of consistency,
I don’t remember the exact quote or the exact evidence. It is something I’m trying
to teach and remember myself too, ’cause it can be frustrating to repeat the same
thing much. I’ve heard that it takes, like, so many repetitions to break a habit, to
start to learn a behavior to a positive behavior. So, I’ve been able, in the course of
my career, to realize that it’s, they’re not just doing something because they
wanna make someone mad or, you know, they need to learn the social skills, just
as they need to also learn the literacy skills and the math skills. So, they need the
strategies repeated so they can learn them and make them a part of their every day
that kind of thing. (PK3, 278–285)
Ms. Miller noted that, “I think the strategy-based, when it’s consistent, it establishes more
consistency. I think that’s what help” (PK1, 101–103). Mr. Fields believed that modeling
and repetition works best. However, he also believed,
The biggest things are just being consistent, because if you’re not consistent,
they’re not gonna think you care. So being consistent with them and predictable
with them and that’s showing them that that you care, but you have to make those
connections, connections with them early on. (PK2, 274–277)
2.1c. Visuals. The coaches and teachers used several visuals to support the
preschool students in the classrooms. Visuals are extremely important for students who
have issues with communicating their needs. Books, feeling cards, Boardmaker, facial
expressions, mirrors, social stories, and other objects are used to assist students with
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challenging behaviors to communicate their social and emotional needs. Socials stories
are short lessons that teach the student by replacing the challenging behavior with a
positive behavior. Boardmaker is a computerized program that creates feeling cards for
students. Coaches and teachers create visual necklaces for themselves and sometimes for
the students to use as a communication tool. Mrs. Simmons noted that visuals are
important for transitions in the classroom and at home,
Then we can go in, and we can help the teaching team and families. A lot of
times, we also give families strategies on how we can help that child during that
part that’s a challenge. So, if it’s transitions, how could we prepare and be
preventative and give those children maybe a leadership role during transitions,
maybe some visuals to warn them a transition’s coming? Maybe it’s a first and
then board, so they understand what’s coming next. (IC1, 69–74)
Mrs. Simmons noted that when students need intensive support, the following should
happen,
Visuals are huge. We use a lot of Boardmaker in this stage. And then the third
level of Pyramid is when those kids still need more support. What do we do with
those kids? So, that’s really where that BSP comes in, and how are we going to
need more, so it’s not just a lesson during small group or large group, but this is
really going to be that one-on-one attention, and how do we do that? That’s gonna
be, like, our first and then boards, the visual schedules and, more one-on-one
attention. (IC1, 160–169)
Ms. Miller used social stories and Boardmaker cards to support the embedded visual cues
for students with challenging behaviors. She stated,
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Our social stories, for example, when we read stories like these cards to where it
models the appropriate behaviors or the expected behaviors in the classroom,
social stories. We’ve used cards to kinda give the students something tangible for
them to see or as reminders of what to do during transitions, or when it’s not
transitions, to a period where they’re supposed to be sustaining for a little while.
Or just meeting a child where they are, because a lot of strategies, it depends on
the student, themselves, need. (PK1, 150–156)
Ms. Nichols explained how classroom teachers use visuals as embedded strategies in the
classroom,
The other evidence of social-emotional learning is if teachers use visuals, and say,
“You know, your face looks like this.” Especially, the visuals are important, and I
created these visuals years ago, and I found them on my home laptop. And I
carried them on my lanyard, and I passed them out at a preschool-parent program
meeting when I first joined. Because, again, you can’t tell a child how they’re
feeling. You ask the child. And then the children would look through it then say,
“I think this is how I feel.” And then I’d read the word on the card. I’d say, “Oh,
this says mad. Are you feeling mad?” And then you talk about it. (IC2, 249–255)
Ms. Collier believed that SEL strategies are helpful when they are embedded
within the day,
So, it’s all embedded that way. While, at first, it might not seem like it’s not
helping those initial challenging behaviors. It might seem like something like
more of a consequence would be helpful. Teaching them the skills [to] end up
being—you’re able to see later how that has helped in different things. Using
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Pyramid, there’s a lot of things with visuals and using routine and other visuals, to
solve problems that’s helpful. And it kind of incorporates some of, like, the
special ed philosophies I’ve learned with, you know, visuals and different; having
the kids being able to identify the visuals and express themselves through the
visuals. That helps for those students that have challenging behaviors that may
have trouble expressing themselves because of speech delays or other concerns.
(PK1, 224–242)
Looking at embedded SEL strategies from a childcare center perspective, Mrs. Sindar
believed,
If you’re being consistent, going over the daily routine using the visual, making
sure [the] classroom environment is set up, is appropriate for children. Rotating
materials. Kids get bored. So, you have to rotate material. It’s a hard one for
teachers because they think they don’t have to do that. You need to rotate
material. The visuals, using timers, thinking about transitions. I don’t care what
age group you work with, transitions are always where things tend to fall apart.
So, really looking at intentionally planning out your transitions. (IC3, 192–197).
Mr. Fields also indicated that visuals are a great resource for transitions and embedded
support,
So thinking, “okay, they need a song,” or they definitely need . . . maybe they
need a visual cue to see, if we’re gonna to be moving, we’re gonna be
transitioning to small group in 3 minutes. Maybe they need a timer to help them
get ready for that transition so that they know. (PK2, 539–542)
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Ms. Collier identified an example of how visuals work in a classroom setting with
challenging behaviors,
The different conflict resolution strategies and, also, coping strategies have been
helpful. Currently, I have a child that, easily, gets easily frustrated either because
he doesn’t wanna comply with the routine at the time or because something isn’t
going his way. So, he kind of started to scream and have a tantrum and he’s able
to get his chart now or his visual, which is an evidence-based strategy that we’ve
used through the through the Pyramid model. His visual he has, it’s 1 to 5, and he
can take the strips off for breathing, so he can take a breath. So, since using that,
we’ve seen he now goes over and gets it independently. (PK3, 168–174)
2.2. Conflict Resolution Support. This theme focuses on how students with
challenging behaviors learn to problem solve with support from the preschool teacher, a
skilled instructional coach, or classroom teacher by using the curriculum, and a six-step
conflict resolution plan. When the teachers and coaches use these steps consistently,
students eventually began to solve their own problems. Therefore, this theme supports
three subthemes, and they are self-regulation, conflict resolution, and work time. As
stated before, there are six steps to the conflict resolution model. The first step involves
approaching a person calmly to stop hurtful actions. The second step requires staff and
students to acknowledge a child’s feelings. The third step requires a person gathering
information by asking “what is the problem?” The fourth step encourages students and
staff to restate the problem to ensure that the problem is communicated correctly. The
fifth step invites students and staff to seek out ideas and solutions to solve the problem
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together. Finally, the sixth step encourages staff and students to give feedback and
follow-up support to ensure that the problem is resolved (HighScope, 2019).
2.2a. Self-Regulation. Self-regulation is another word for self-awareness.
Research completed by CASEL (2019) defines self-awareness as the ability to recognize
and control one’s own emotions and behaviors with confidence and efficacy. Mrs.
Simmons acknowledged the following,
These little kiddos, they’re all different, and they all have different needs, and you
can’t just say, you know, “Use the squishy ball for all this . . . all these children
that need self-regulation.” You really have to get to know them, get to know the
families, get to know the environment that they’re in the classroom. (IC1, 244–
248)
Ms. Miller agreed and believed that,
Well, when we see the behavior, the unwanted behaviors kinda dwindling off, and
the kids start maturing. I see it a lot as maturing. Because they start doing the right
thing, or the behaviors become more routine or what’s expected in the classroom,
and they learn a lot from their peers as well. So, the strategies, I know when
they’re working when we don’t have to use them as much. When the kids start
doing things on their own, or other students in the class become helpers to remind
those students of the appropriate behaviors, or the right thing to do, or to express
themselves, or to help them solve the problem in the classroom. (PK1, 154–161)
Ms. Nichols noted that preschool students can learn to be independent with the right
support. She stated that,
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If there’s a problem, these children do it all by themselves, or you have one child
who facilitates it instead of the adult. And it’s, it’s beautiful, it’s wonderful. And
what I love about it is that this is a skill that you are giving to children that is a
necessary skill in adulthood. (IC2, 94–96)
For example, Ms. Nichols shared a very important example of self -regulation with a
child that has a challenging,
And I forgot to say this. One other important piece. The strategies work when the
child with this challenging behavior comes to the adult in the classroom and says,
“I’m really mad. I need help,” or, “I’m really mad, I need to go to the calm down
corner.” (IC2, 380–382)
Ms. Collier noted that through self-regulation documentation, you can begin to
see improvement with students that have challenging behaviors,
So, I’ve been surprised as it may seem like with one student, like it’s the same
thing all the time, and there’s the same behavior, even with using a certain
strategy, but then, when I look back at observations or anecdotes, it’s like, “Oh,
he didn’t do this today. Or it’s improved.” Or noticing, like, that they were talking
about, you know, asking someone how they are, and if they need something or
just them seeing like, that they have a problem. Just observing it that way. (PK3,
264–268)
Mrs. Sindar shared what she had witnessed in preschool centers, “So there’s always a
little piece of social and emotional in on those Wednesday PDs. We talk about self-care
where teachers are supporting students. And that students can calm themself down and
express themselves” (IC3, 105–108). Mr. Fields agreed with Mrs. Sindar, “Yep. When
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they’re able to self-regulate, it’s a good thing” (PK2, 675). Mr. Fields got excited sharing
the importance of his students being able to self-regulate, “Um, that’s, that’s like, um,
what’s the word I’m looking for? It’s, it’s that, that alone, just getting to that point where
they can do that, where they can express how they’re feeling” (PK2, 314–315).
2.2b. Problem Solving Skills. This subtheme focused on the need to teach and
support challenging students with embedded strategies and skills from the curriculum to
become self-sufficient problem solvers. The teachers and coaches believed that this is a
lifelong skill that must be learned to be successful in life.
Mrs. Simmons shared that during free play time in the classroom is when conflict
resolutions strategies take place in the classroom setting daily. She confirmed that,
And that’s where kids are using free play in order to make connections with the
real world and also develop their social skills that they need for the real world.
We also have the part of the curriculum which is conflict resolution, and that’s
where we are not solving problems for children, but we’re teaching children the
tools that they need to be leaders and problem solvers later in their life. (IC1, 21–
27)
Mrs. Simmons talked about the importance of classroom teachers embracing conflict
resolution. She said,
Okay. So, a lot of [it] is adult modeling adult/child interaction. Conflict
resolution’s a huge one. All those are . . . incorporated into the social-emotional.
And, again, with that BSP, modeling those best practices, modeling how to deal
with challenging behaviors, how to teach social-emotional skills. And then we
also work with the social workers and help teachers lesson plan during their
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breaks. Or now, through Zoom, we’ll have office hours and help them find
lessons or find different curriculum resources in order to drive their lessons. (IC1,
124–131)
Therefore, Mrs. Simmons stated,
So, I think, again, yeah, I think the ones that embraced conflict resolution,
embraced Pyramid, embraced, the different small groups and large groups and
using scripted stories, I think those teachers that really embraced it, they saw how
meaningful it was ’cause they weren’t giving the extrinsic rewards. ( IC3, 221–
223)
Ms. Miller noted that, “Oh, I noticed that you threw a toy. Are you upset? How
are you feeling?” And then they address how they’re feeling first, before we get to
solving the problem” (PK1, 37–41). Ms. Nichols stated that the evidence-based strategies
are embedded in the six-step conflict resolution,
So, the evidence-based strategies are the six steps to conflict resolution. So, when
I observe a teacher implementing [and] following those guidelines, which they are
the HighScope curriculum guidelines, they’re the district guidelines. And they
work. Sadly, there are teachers who think they don’t work, but I’m going to
surmise that that’s because they don’t approach calmly, they don’t calm the
situation down. However, if you follow these steps, they can work. (IC2, 213–
218)
Ms. Nichols was passionate as she shared the following,
But when the teacher is just at their wit’s end because this happens every single
day, instead of getting upset, it’s like I like bring them down, I start to model. I go
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through the six steps to conflict resolution plus other skills that I have and, again,
model” (IC3, 502–504).
Ms. Collier noted that conflict resolutions occur during the following times in her
classroom setting, “We are using conflict resolution with the Pyramid model and it’s
embedded a lot within our music, too” (PK3, 71, 75). In addition, Ms. Collier stated that,
“I think using conflict resolution strategies, it’s important to remember that we have to
teach them that—when they’re not in the middle of a challenging behavior” (PK3, 129–
130). Mrs. Sindar indicated that,
You know, research came out that preschoolers were being suspended for
behaviors. And that’s never been allowed in our program. We have whole list of
things you have to go through before a child is actually taken out of the
classroom. A plan has to come in place and they come back. And the number one,
the bottom part of the Pyramid, is about classroom environment, are you
following a consistent, daily routine, and just really good teaching practices? So,
it’s bringing it back in. And those are really social and emotional supports, too.
(IC3, 125–130)
Mr. Fields acknowledged the importance of the conflict resolution steps,
Well, we had the problem solving and the six steps of problem solving that we,
that we use with the kids, which is, as you know, is embedded as a HighScope
curriculum. That’s a huge piece. And what’s great about it is it allows kids to,
once you get to the point where they’re able to actually, you know, follow through
and do all this steps, it allows them the chance to kind of calm, and then it also
allows them the chance to put expression to the, you know, through words, not
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necessarily through physicality, but it allows them to, to . . . express their feelings
or how they’re feeling through words. (PK2, 308–314)
2.2c. Work Time. Work time is considered one of the most important times in the
preschool classroom. During work time, preschool students are learning friendship skills,
social skills, problem solving skills, language, and how to communicate appropriately
with staff and peers. Preschool teachers and instructional coaches both agree that is a
critical time of the day when students engage in dramatic play and staff have an
opportunity to learn how students feel when put in different real-life scenarios. Mrs.
Simmons talked about the importance of teaching friendship skills:
Then, the second step is really talking about looking at friendship skills and
social-emotional skills that children need to be taught. And that’s where we really
go into how do we teach friendship skills; what do friends looks like? How do we
share? How would you teach sharing, not, like, an explicit, like, directed lesson,
but it’s more like a play therapy. Again, during work time is usually whenever we
would do this. How do you model friendship skills? How do you ask a friend to
play with you? (IC1, 150–156)
Ms. Miller noted that, “During work time, especially problem solving about when
the students have a conflict, usually they’ll do something, or make a noise or something,
or throw a toy, so the first thing we do is ask.” (PK1, 36–38). Ms. Miller continued and
shared the following, “We do a lot of that, like, during small group, during morning
message, and during work time especially problem solving” (PK1, 35–37).
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Ms. Nichols discussed a typical preschool classroom that uses work time:
So, let’s just think of the typical classroom. A typical classroom, you have
multiple areas in the classroom, and it’s work time and that child has [a] choice. I
sit very close to the child, so that the child doesn’t think that I’m there just for the
child. I’m talking to all the other children. Now, if the child does not want me
talking to other children, I will say to the other children, “Excuse me, I’ll talk to
you later. I’m working with so and so right now and we’re working on something.
So, are we . . . ? Is that okay?” (IC2, 315–320)
Ms. Collier stated:
Also, when we’re able to have more dramatic play opportunities, we’re able to see
more [of] the children in their play, we get to see more scenarios in how they
might deal with something and how they might feel about [a] different thing.
(PK3, 123–126)
Mrs. Sindar identified different scenarios that could occur during work time.
Those adult-child interactions during small group and work time need to occur,
because [during] work time, adults move from child to child to support what
they’re doing. So, you’re giving one-on-one time while you’re standing in that
classroom. It’s the same with small group. You get up and you move. If you’re
doing it right, the moving and going next to the children. (IC3, 119–122)
Mrs. Sindar then discussed how she coached questions for the preschool classroom
teachers as to when challenging behaviors may be occurring,
Are they happening at transition? Is it happening during work time? Tell me when
they’re happening." I’ll go in. We have a checklist that me and the social work
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team have established, and it’s simply looking at things in the classroom
environment. (IC3, 137–139)
Mrs. Sindar discussed how teachers and coaches should support preschool students
during work time to avoid challenging behaviors,
A 10-minute, a 5-minute, and a 1-minute warning, so the child gets time to
prepare because this is where the breakdown seems to be happening. They’re
falling apart ’cause they don’t know it’s the end of work time. The children are
engrossed in their work, so they need to have time to process what’s gonna
happen next. (IC3, 149–152)
Mr. Fields noted that embedded strategies occur during work time and playground time
as well.
During work time or when you’re on the playground, if you’re able to see them
using their words, I’m such a big proponent of talking it [out].. You know, just
getting the kids to be able to express themselves. That’s important if we can get
them to that point. I’ve noticed just huge, huge differences. Just talking to them,
having them, get . . . to the point where they can talk about it and say what’s
bothering them, say what they don’t like and then how they’re going to fix it, or to
change it. Once you see those things happening, you typically do with the
majority of the kids, then you know the majority of the strategies you put in place
are working. (PK3, 620–628)
Results and Analysis for Research Question 3
Research Question 3: How do preschool teachers and instructional coaches
describe the effectiveness of these evidence-based strategies for social-emotional
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learning in their teaching of children with behavioral concerns? This theme focused on
the SEL effectiveness of evidence-based strategies used by the preschool teachers and
instructional coaches. The participants both agreed that the HighScope curriculum, along
with the success of using the Pyramid model, helped to ensure that embedded SEL
strategies were successful in a preschool classroom setting with challenging students’
behaviors. Therefore, the subthemes that emerged from the theme were staff
empowerment and success with the Pyramid model. Table 4.3 depicts the theme, key
concepts, and subthemes for Research Question 3.
Table 4.3
Research Question 3 – Theme, Concept, and Subthemes
Theme

Key concept

Subthemes

3.1 SEL effectiveness

Student growth

3.1a. Staff empowerment
3.1b. Success with the pyramid model

Theme 3.1: SEL Effectiveness. This theme specifically indicates the importance
of the preschool teachers and instructional coaches identifying the success that they
observed through using the HighScope curriculum and the Pyramid model in preschool
classroom settings with challenging student behaviors. All the participants agreed that if
these resources and interventions were used productively and consistently, the students
would gain success and feel empowered when dealing with social issues in the classroom
and beyond. In addition, students would gain the knowledge of the appropriate socialemotional skills to be successful throughout their lives.
3.1a. Staff Empowerment. All the participants felt that it was important to ensure
that all students, especially students with challenging behaviors, receive embedded SEL
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skills within the classroom setting. Preschool teachers and instructional coaches were
able to share their lived experiences regarding how they empowered students to become
successful by using embedded SEL strategies in the classroom.
Mrs. Simmons said, “So, that really helps them with their independence and gives
them those social skills that they’re gonna need later. We also incorporate the Pyramid
model (IC1, 27-29). Mrs. Simmons also noted that, “You’re giving that child the skills
that they need.” (IC1, 189–190). Ms. Nichols confirmed what Mrs. Simmons said by
indicating that,
You don’t deliver praise, you encourage. So, we had a situation with a child who
was throwing big, large hollow blocks, and I problem solved with this child for 45
minutes with [person’s name] watching me. And I would look to her, and she’d
say, “No, you’re doing it, you’re doing it,” but it took 45 minutes for this child,
who had escalated, [so] that he was throwing these blocks at other children that,
too, get through it. That’s the thing that’s so hard for teachers. (IC2, 224–229)
Ms. Nichols acknowledged:
When the child changes, the challenging behavior begins to ebb, then you see
more successes. And when I say success, I don’t mean, that they figured out a
pattern. [I mean] when the child feels successful, when they have that sense of
competence, when the child starts feeling good about themselves. (IC2, 224–229)
Additionally, Ms. Nichols recognized how successful the preschool teacher and
student are when she sees the following, “When you see the behaviors change, and then
you see the chasm between the peers start to close, and they come together and they start
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to engage, and they start to understand one another” (IC2, 576–578). Mr. Fields shared
his experiences with successful student transitions in the classroom,
So, I’ve learned that, you know, with these little guys, you just gotta take that [a]
little tiny, you know, even if you’re able to just like that one little example, get
them to move from a seat from a morning meeting to a small group and they do it
successfully and they’re happy; that’s a win. I mean, that’s, like, wow, that’s a
win you can kind of build on that. (PK2,510–514)
Mr. Fields stated that teaching embedded SEL strategies can wear on one as a preschool
teacher because of challenging behaviors. However, he did go on to say that, “It wears
you down because, you know, you try, you wanna do your best, that’s what we want. We
want the kids to be successful” (PK2, 561–562). Mr. Fields continued by saying,
So, you kinda, it gets frustrating, and you beat yourself up when you’re not able to
figure it out, and it’s just this constant. But once you get there, it’s just, it’s like
the best thing. And then when you see their face, and you know that they’re gonna
be in a good place and they’re gonna be successful with the rest of their day, it,
it’s just, it’s so rewarding. But, man, it can be a lot to try to get to that spot. (PK2,
567–570)
Ms. Miller noticed a major change with challenging preschool students once they
have received embedded SEL support in the classroom. She noticed the following,
Well, when we see the behavior, the unwanted behaviors kinda dwindling off, and
the kids start maturing. I see it a lot as maturing. Because they start doing the right
thing, or the behaviors become more routine, or what’s expected in the classroom,
and they learn a lot from their peers as well. (PK1, 159–162)
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Mrs. Sindar, who was a very seasoned instructional coach, stated,
We’ve seen kids, I have seen kids, who in the beginning of the year are table
turners and chair throwers and kickers and hitters and spitters. When you work
and you teach kids’ strategies, calming down strategies, you teach them in a calm
tone, when they’re not heightened in a crisis, or trauma, their brain is up here and
they’re using their thinking brain, those kids make an amazing turnaround. (IC3,
203–207)
Ms. Collier identified what empowerment looks like when a child becomes mad in her
classroom setting then begins to use the conflict resolution steps she taught in the
classroom, “Oh, I’m mad right now because of . . .” or “I didn’t like . . . ,” they’re able to
express the problem more and then, start using the steps” (PK3, 136–137).
3.1b. Success with the Pyramid Model. All the participants believed that the
Pyramid model is a successful intervention tool that should be used in preschool
classrooms consistently to help challenging students learn embedded SEL
strategies to support challenging behaviors in the classroom. Instructional coaches
and preschool teachers were able to share their experiences regarding how
successful the Pyramid model is when it is used daily and consistently with
preschool students inside of a classroom setting. Mrs. Simmons believed that,
Like I said before, if there is a certain behavior that’s happening, the social
worker and the TST both will come and will give different ideas of lessons that
they can be using and, also, the teachers take Pyramid, which we give out, so
some suggestions on different lessons. Social-emotional’s hard because it’s really
an individualized thing. (IC1,94–100).
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Mrs. Simmons continued to share her lived experiences by saying, “So the evidencebased is really what we focus on. We use a curriculum, and we really use Pyramid. That
would be the number one evidence-based” (IC1, 136–137). Mrs. Simmons shared the
steps for the Pyramid model. She stated that,
So, the Pyramid model basically is teaching the social-emotional skills. But
before you do that, you have to have the relationships, again. So how do you build
relationships with the kids, especially those that might be a little bit more difficult
to build relationships with? How are you going to give them that one-to-one
attention and really show and have [it] in a trusting, safe environment as well? So,
how are you going to provide that in your classroom and really reflect on your
teaching practices? So, that would be the first step in Pyramid. (IC1, 143–149).
Mrs. Simmons discussed the steps of the Pyramid model,
And then the third level of Pyramid is when those kids still need more support,
what do we do with those kids? So, that’s really where that BSP comes in, and
how are we going to do whenever they need more so it’s not just a lesson during
small group or large group, but this is really going to be that one-on-one attention,
and how do we do that. That’s gonna be, like, our first step. (IC1, 161–169)
Mrs. Simmons also stated that,
But the teachers that have followed the BSP and that do embrace not only
HighScope and the Pyramid model, but their classrooms also run by themselves
and by May or even April. I mean, it is absolutely amazing to see these strong,
proud, leaders that can solve any problem. And it’s truly amazing, and that’s what
keeps me going. (IC1, 193–197)
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Finally, Mrs. Simmons believed that if you follow this recipe as a preschool teacher you
will be successful,
So, I think, again, yeah, I think the ones that embraced conflict resolution,
embraced Pyramid, embraced the different small groups and large groups and
using scripted stories, I think those teachers that really embraced it, they saw how
meaningful it was ’cause they weren’t giving the extrinsic rewards. (IC3, 221–
223)
Ms. Miller noted that,
So, the strategies, I know when they’re working, when we have to, when we don’t
have to, use them as much. When the kids start doing things on their own, or other
students in the class become helpers to remind those students of the appropriate
behaviors, or the right thing to do, or to express themselves, or to help them solve
the problem in the classroom. (PK1, 157–161)
Ms. Nichols indicated that,
We’re all supposed to follow the Pyramid model, but the Pyramid model is a
culmination of all of the teaching strategies that we’ve been given, you know,
through HighScope and through the various trainings that we’ve had. So, the
Pyramid model is an intervention strategy to stop a challenging behavior. (IC2,
347–350)
Ms. Collier agreed with Ms. Nichols regarding the Pyramid model, “It’s also
incorporated into our social studies and we also use the Pyramid model. So, a lot of the
strategies within that, can be embedded with other curriculum” (PK3, 43–44). Ms. Collier
acknowledged the following, “I think based off the Pyramid model, too, using the visuals
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and social stories, so we also have a story called, “I can calm down.” In different ways it
showed a student how he could calm down.” (PK3, 184–185). Mrs. Sindar talked about
the creation of the Pyramid model through Vanderbilt University, “They are the ones that
actually originally created the Pyramid model. We teach our children; we teach them the
strategies in a regular classroom.”
Summary
The six participants who either worked in a preschool center, school, or
community-based organization, had an opportunity to share their lived experiences and
perceptions. Their experiences focused on how to support challenging student behavior
with embedded social-emotional strategies in a preschool classroom setting. Research
Question 1 identified four themes that emerged from the research. The first theme was
the embedded SEL. The HighScope curriculum had embedded social-emotional strategies
available for the teachers and instructional coaches to utilize to teach students how to
develop their social-emotional skills. The teachers and coaches found this mandated
curriculum to be helpful and consistent for supporting challenging behaviors. The second
theme was the Pyramid instruction. This intervention tool was used to assist the teachers
and instructional coaches with social-emotional strategies at three different levels. These
levels depended on the intensity of the challenging behavior.
The third theme focused on morning meetings. Morning meetings were a critical
time of the day for the preschool students. Morning meetings set the tone for the students
to build relationships with the staff and students. It sets the classroom environment up for
a successful day for each student in the classroom. Therefore, every day began with a
morning meeting. The fourth theme was collaboration. It identified that all the
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participants should acknowledge that the family, the instructional coach, and the social
worker play a critical role in the development and training of the embedded SEL
strategies for challenging students in the classroom. The social worker, the family, the
preschool teacher, and the instructional coach worked as a collaborative unit to support
the challenging behaviors that might occur in a classroom setting.
Two themes emerged from Research Question 2. All six participants
acknowledged that consistency and conflict resolution were critical evidence-based
strategies that supported the behaviors in a preschool classroom setting. The participants
noted that because this population was so young and just learning, it was important that
they had established routines every time they walked into a classroom setting. In
addition, the participants were encouraged to use the six-step conflict resolution that is
embedded into the HighScope curriculum to assist students with learning how to problem
solve. These themes support how the strategies are embedded in the classroom and
curriculum.
Consistency within the classroom was done with visual cues, rituals and routines,
and consistent support with embedded SEL skills that were taught daily to the students.
Additionally, during conflict resolution, students were participating in work time during
large group and learning how to self-regulate. During large group work time, students
eventually develop foundational SEL skills. Once students showed mastery with the
embedded SEL skills, the participants saw the student helping other peers to become
successful with SEL skills in the classroom.
Research Question 3 revealed one theme. The final theme was SEL effectiveness.
The participants were excited to share that by using the HighScope curriculum, the
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Pyramid model, and the conflict resolution steps, their students were able to decrease
their challenging behaviors and become successful before the end of the school year
when these strategies were used consistently and daily with the students. Additionally, it
was determined that staff empowerment plays a key role in the success of preschool
students. Students who were able to master SEL skills that were modeled and embedded
in a classroom setting by an instructional coach and a classroom teacher were successful
at grasping SEL skills and concepts.
Chapter 5 summarizes the implications of the study as well as discusses the
limitations and gives recommendations for future studies.
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Chapter 5: Discussion
Introduction
The purpose of the study was to examine strategies for SEL in preschool
classroom settings by understanding the lived experiences of preschool teachers and
instructional coaches with challenging students in a preschool classroom setting. This
chapter provides a summary of the research study findings and their implications as well
as limitations. In addition, this chapter gives the recommendations from this study for
early childhood directors, school districts, program directors, and those who are seeking
appropriate curriculum with embedded SEL supports for preschool classroom settings.
The current literature reveals the importance of having social-emotional strategies
embedded within a preschool classroom setting to support children with challenging
behaviors for self-regulation in the real world. Embedding SEL within the curriculum can
provide support and consistency for rituals and routines within the classroom. Also,
current literature has determined that it takes a team approach to support students with
challenging behaviors in the classroom. In addition, as a result of this present study, it is
evident that social workers can play a key role in supporting SEL in the classroom by
working closely with students, classroom teachers, and instructional coaches ensures
proper integration of SEL strategies (Artman-Meeker & Hemmeter, 2012). However,
social workers can also collaborate with the adults in the classroom while working very
closely with the families of each student (Openshaw, 2008). If SEL is successfully
integrated into a curriculum, according to the data from this research study, students will

125

be successful within a preschool classroom setting. The research questions that directed
this study were:
1. From the perspective of early childhood classroom teachers and instructional
coaches, how is social-emotional learning integrated into preschool classroom
settings?
2. What social-emotional, evidence-based strategies, if any, do instructional
coaches apply in early childhood classrooms as they work with classroom
teachers?
3. How do preschool teachers and instructional coaches describe the effectiveness
of these evidence-based strategies for social-emotional learning in their
teaching of children with behavioral concerns?
Several themes emerged during the data analysis process. The themes helped to identify
the results of the study, which are interpreted by stating the key findings. The
implications and findings noted in the next section are aligned with the research
questions.
Implications of Findings
Four key findings emerged from this study. Finding 1 indicates that preschool
teachers were able to knowingly apply strategies that were aligned with the CASEL
(2017) theoretical framework for embedded SEL strategies through the HighScope
curriculum. The KDIs that are integrated within the HighScope curriculum are embedded
SEL strategies that all the participants found to be helpful in teaching students how to
self-regulate and manage their emotions in a preschool classroom setting. The KDIs of
the SEL strategies align with CASEL (2017) core competencies, which are self-
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awareness, self-management, social awareness, relationship skills, and decision-making.
According to Gunter et al. (2012), a curriculum with SEL integrated into it can prevent
intensive behaviors from occurring in preschool classrooms. Therefore, it is key for
preschool teachers to utilize a curriculum that has SEL strategies integrated within the
curriculum content. Finding 2 indicates that using consistent SEL-embedded practices
within a detailed curriculum in a classroom helps students with challenging behaviors
learn how to self-regulate and become problem solvers early in life. However, it is
important to note that without a skilled instructional coach to support the classroom
teacher with the implementation of SEL, the success of embedded SEL strategies in the
classroom may not be successful. The Zinsser et al. (2014) research concluded that when
teachers’ emotions and beliefs about SEL are examined and their role in the classroom is
supported, it aids in developing an intervention plan and professional development to
support the SEL needs of preschool students. Finding 3 identifies the importance of
teaching students how to problem solve by using conflict resolution strategies through the
support of a classroom teacher and skilled instructional coach. Finding 4 affirms that in
order for SEL strategies to be effective in a preschool classroom setting, a team of
individuals is needed to support the integration of SEL strategies in a classroom with
students who have challenging behaviors.
Therefore, SEL competencies are important not only for building community but
for academic success (Durlak et al., 2011; Heckman & Kautz, 2012; Levin, 2012).
According to CASEL (2017), students must acquire the appropriate SEL skills to
understand and regulate their emotions (Bridgeland et al., 2013; Elias et al., 1997). The
competencies for CASEL (2017) are self-awareness, self-management, social awareness,
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relationship skills, and responsible decision-making. The competencies in CASEL (2017)
represent the foundational skills students need to acquire during the development of their
SEL skills. Additionally, when SEL strategies are applied, students can navigate socially
and emotionally in their community, school, and in their own home environment
productively. Furthermore, if classroom teachers and instructional coaches continue to be
purposeful in the delivery of instruction by integrating SEL skills within their curriculum,
students will continue to self-regulate and make great gains socially and academically.
Finding 1
Preschool teachers are better able to knowingly apply strategies that are aligned
with the CASEL (2017) theoretical framework by using a curriculum such as HighScope
that embeds SEL strategies in the classroom. These strategies can be implemented with
fidelity because they are supported by instructional coaches in the classroom who model
embedded SEL strategies daily for preschool teachers (Wu et al., 2020).
Research Question 1 examined the perspective of early childhood classroom
teachers and instructional coaches’ knowledge of how SEL is integrated into classroom
settings (Hemmeter et al., 2015). The findings revealed that through integration of SEL
with the KDIs and support from the instructional coach, classroom teachers were able to
align SEL strategies with the theoretical framework of CASEL (2017). The KDI
checklist, which is embedded within the HighScope curriculum, identifies nine SEL
strategies that preschool students should obtain while in a preschool classroom setting
(HighScope, 2019).
The first skill in the KDI checklist is self-identity. This SEL skill encourages
students to interact within their own uniqueness and individuality. The second SEL skill
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is sense of competence. Students have the ability to understand and know how they feel.
The third SEL skill is emotions. Students can regulate their emotions (HighScope, 2019).
The fourth skill is empathy. Students can demonstrate compassion for others. The fifth
SEL skill is community. Students can share and learn from each other while participating
in their classroom setting. The sixth SEL skill in the KDI checklist is building
relationships. Students can act socially appropriate while engaging with adults and peers
(HighScope, 2019). The seventh SEL skill is cooperative play. Students engage in play
while learning how to articulate how they feel while interacting with peers and adults.
The eighth SEL Skill in the KDI checklist is moral development. Using this skill,
students can articulate and sense when something is right or wrong. The final SEL skill is
conflict resolution. During this final SEL skill, students learn the process of how to
problem solve independently through social stories and the modeling in the classroom by
their peers and the adults (HighScope, 2019).
The data from the study showed how the KDI checklist played a significant role
in the development of the integration of SEL skills in the curriculum. The checklist was
used as a tool to gauge a preschool student’s mastery of embedded SEL skills in the
classroom. Additionally, the data suggested that SEL skills should be infused throughout
the entire day to support the SEL development of a preschool student. It was also noted
from the data in this research that the beliefs and attitudes about integrated SEL in a
classroom setting should be valued to support the humanistic emotions of students.
(Salovey and Mayer, 1990). According to Salovey and Mayer (1990), social intelligence
requires individuals to monitor someone else’s emotions while considering their own
emotions during the process. More importantly, instructional coaches know that SEL
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skills need to be integrated, modeled, and monitored when dealing with challenging
behaviors in a classroom setting while the coaches are supporting classroom teachers.
According to Woodruff (2007) when classroom teachers partner with instructional
coaches, a major transformation can occur in a classroom setting. Also, Hemmeter et al.
(2015) stated that when coaching and training are integrated, classroom teachers can
receive effective feedback. Teachers and instructional coaches also know that they need
to monitor their SEL skills while dealing with challenging behaviors in a classroom
setting (Salovey & Mayer, 1990). The results of this study underscore the importance of
ensuring that students know how to regulate their emotions so they can navigate in the
real world (Mayer & Salovey, 1997). Research completed by Poulou (2017) concluded
that a teacher’s comfort level with SEL skills establishes how the student-teacher
relationship develops in the classroom setting. The development of the relationship grows
stronger when an instructional coach is able to provide feedback and model SEL
strategies for classroom teachers who deal with students that have challenging needs.
According to Denton and Hasbrouck (2009), when instructional coaches use a
collaborative practice with classroom teachers, coaches can provide cycles of feedback,
observations, and support for embedded SEL modeling in the classroom.
According to a study by Humphries et al. (2018), teachers stated that classroom
instruction should include SEL skills within the classroom setting. This information is
similar to research completed by Schultz et al. (2011), which also concluded that lessons
taught from a SEL curriculum-based program align with positive outcomes and
behavioral changes for challenging students in classroom settings. Gunter et al. (2012)
also recognized that when preschool students receive instruction from a curriculum with
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embedded SEL skills, challenging behaviors decrease, and the teacher-student
relationship increases in a positive way.
Finding 2
Consistently using embedded SEL strategies within a detailed curriculum in a
classroom helps students with challenging behaviors learn how to self-regulate and
become problem solvers early in life.
Research Question 2 sought to find out what SEL evidenced-based strategies were
being used to find out what role instructional coaches play while supporting early
childhood classroom teachers. Based on data from this research study, when the teachers
and coaches use a very detailed curriculum with embedded SEL skills, positive
environmental changes occurred in a classroom setting with students who have
challenging needs. Research by Morris et al. (2013b) identified that by using the
Incredible Years Curriculum with SEL-embedded strategies consistently, children from
infancy to the middle childhood years were able to improve their behavior in the
classroom environment. The change in the classroom led to a positive and engaging
classroom setting for classroom teachers and students. Furthermore, research by Schultz
et al. (2011) revealed that when you embed SEL strategies in a curriculum like
Connecting with Others for Teaching Social and Emotional Competence, the results in
the study revealed that there was a positive change in student behavior.
Additionally, Merrell et al. (2009) noted that the Start Strong Pre-K Program was
instrumental in reinforcing SEL skills with a curriculum. The program also provided
booster SEL lessons to consistently reinforce SEL skills. The booster lessons increased
the social rating of each student. In addition, student-teacher relationships improved
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along with the behavior of children in the classroom. According to Gunter et al. (2012)
and O’Connor et al. (2017), their research recognized that CASEL (2010) SEL
competencies supported by a SEL embedded curriculum can create a thriving classroom
environment for preschool students. Finally, O’Connor et al. (2017) stated that CASEL
(2019) is a great framework to support the implementation of SEL cycles in classroom
settings. The framework mentioned by O’Connor et al. (2017) supports the KDI
framework in the HighScope curriculum.
Finding 3
It is important to teach students how to problem solve by using conflict resolution
strategies through the support of a classroom teacher and skilled instructional coach.
Based on Research Question 2, the coaches were used to assist teachers in the
classroom with modeling problem-solving strategies for preschool students by using the
six steps of conflict resolution (HighScope, 2019). Although SEL strategies were
embedded throughout the day in a preschool classroom setting, this study revealed that
small and large group activities were the embedded time of the day for SEL support with
conflict resolution. The six steps of conflict resolution include a calm approach,
unbiassed style, and it acknowledges the feelings of each child in a classroom setting.
Conflict resolution is a strategy that is necessary for classroom teachers and students.
Classroom teachers should be trained on how to use conflict resolution strategies in a
classroom setting to support a student’s self-regulation skills. Wu et al. (2020) stated that
job-embedded instruction for classroom teachers helps to provide effective evidencebased coaching. Denton and Hasbrouck (2009) and Kraft et al. (2018) noted that
professional development is often received through the support of an instructional coach.
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Therefore, students should be trained on conflict resolution skills with the support of a
coach and classroom teacher because it creates a positive foundation for students who
struggle with challenging behaviors. In addition, conflict resolution skills help students
become independent problem solvers.
Additionally, it is recommended that classroom teachers with the support of a
skilled coach stay close when using conflict resolution strategies with students just in
case someone is still unhappy. If this occurs, then the classroom teacher or coach should
guide the child or children through the entire process of the six strategies again. Since
conflict resolution is often observed in the classroom during small and large group
instruction, the study data showed that students were able to build relationship skills and
SEL skills while interacting with their peers (HighScope, 2019). However, large and
small group time are considered the most important time of the day in a preschool
classroom setting. During work time, students are developing their friendship, language,
and social skills. In addition, students are also developing their problem-solving skills
during this time of the day. Students often engage in dramatic play during work time.
Work time is considered to be a significant time of day for coaches and preschool
classroom teachers because staff are able to observe the feelings that are displayed by the
students when they are put into real-life situations. Work time is also a period of time
when students are building relationship skills. Relationship skills can be defined as being
able to communicate while taking part in social engagement during the building of
relationships (CASEL, 2017).
Additionally, it is important to have a skilled instructional coach to support
conflict resolution strategies and SEL supports within a classroom setting (Patti et al.,

133

2015). According to Patti et al. (2015), coaching should be used as a strategic method to
cultivate student achievement and create transformational change in school communities
to support SEL needs. Also, according to Stern et al. (2007), a skilled instructional coach
should have emotional intelligence skill development training and a certification in
emotional intelligence to support classroom teachers and others within a classroom
setting and school community. Patti et al. (2015), concluded that everyone within the
school community benefited from a trained and skilled instructional coach who was
trained in emotional intelligence. It was also noted that there was an increase in selfawareness, self-regulation and an improvement with relationships within the school
community.
Finally, conflict resolution skills are a vital component to embedded SEL skills
because they help all students learn how to self-regulate their feelings and emotions.
Therefore, according to Morris et al. (2013b), SEL skilled instructional coaches are
needed to provide assistance to classroom teachers to see research-based embedded
strategies used in a classroom setting appropriately. According to CASEL (2017), the
conflict resolution process is where students have a sense of self-awareness. Selfawareness is the ability to understand one’s own emotions and feelings while taking
notice of one’s behavioral needs. Students who have a sense of self-awareness are able to
assimilate their personal and social awareness skills, thus, leading to students being able
to connect their thoughts, values, and feelings appropriately (CASEL, 2017). The
research states that students who are able to problem solve have a growth mindset
(Dweck, 2015). The research also indicates that when preschool teachers and
instructional coaches use a curriculum that effectively integrates SEL strategies, students
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are empowered by coaches and classroom teachers to increase their self-regulation skills
in a classroom setting. Thus, students begin to show growth and resiliency with SEL
strategies inside and outside of the classroom setting.
Finding 4
In order for SEL strategies to be effective in a preschool educational setting, it
takes a team of individuals to support the integration of SEL strategies in a classroom
with students who have challenging behaviors. This team approach includes the social
worker who plays a significant role in the development of SEL in the classroom.
Research Question 3 examined how preschool teachers and instructional coaches
described the effectiveness of evidenced-based strategies for SEL when teaching children
with behavioral needs. This research study revealed that it takes a team to provide
effective SEL strategies. This study identified that a team approach with a preschool
teacher, instructional coaches, family members, and social workers aids in decreasing
challenging behaviors of certain children (CASEL, 2017). Also, staff and family
members focused on preventative measures by ensuring that the team communicated
effectively to support the children in the classroom daily (Blewitt et al., 2021). The social
workers and instructional coaches provided collaborative embedded training to support
the classroom teachers by modeling different SEL lessons to support the students in the
classroom.
The social worker also reached out to the families to understand what strategies
worked at home. In addition, the parent worked very closely with the entire team by
using skills that had been taught in the classroom by the instructional coach, preschool
teacher, and social worker. Furthermore, when the team collaborated, there was a
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consistency among all members based on the implementation of the SEL-embedded skill
being taught to the child. Therefore, even though the SEL-embedded strategies were
taught in a classroom setting, these same SEL-embedded strategies were reinforced at
home and in the community with the parents, guardians, or family members. The team
approach that occurred can be noted in CASEL (2017), which stated that along with the
five competencies, it takes a community of family and caregivers, schools, and the
classroom to support students with SEL-embedded skills. The five competencies also
identified the collaborative team approach as needing to be an authentic partnership
among all of the team members.
According to Cohen (2006), it is important to offer a differentiated approach to
address students with challenging behaviors. It was also indicated by Cohen (2006) that
the family, community, and school, along with community partners, should leverage
resources to support students with severe behavioral needs. Also, Zins and Elias (2007)
stated that SEL skills should be practiced, learned, acquired, and applied inside and
outside of the school setting to ensure that these skills are enhanced and integrated
correctly. By doing this, Cohen (2006) stated that if SEL skills are embedded inside and
outside of the classroom, students would then be able to acquire the tools to handle
difficult traumatic issues in the classroom more effectively. Furthermore, a research study
by Kohl et al. (2020) determined, after sampling 395 preschool students in Germany, that
preschool centers do not harm social-emotional adjustment to preschool students because
the family, parents, and teacher relationships are part of the process with the child.
Additionally, Effrem and Robbin (2019) stated that SEL allows classroom teachers a
chance to understand and connect with their colleagues and parents to work more
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effectively with students who have challenging behaviors. Based on past research by
Saxe and Powell (2006), social-emotional strategies can be taught by classroom teachers
and parents. Moreover, Arnold et al. (2008) stated that students who do not have
developed SEL skills before school are likely to be disorderly in a classroom setting.
Classroom teachers indicated that parents play a vital role in the implementation and
development of SEL skills at home before students come to school (Humphries et al.,
2018). Therefore, based on the data from this research study, it can be determined that it
really does take a team approach to support a child with challenging behavior and needs
in a classroom setting.
Limitations
The study had a small sample of participants. Three teachers and three coaches
were interviewed from three types of preschool settings. The results of the study are not
necessarily generalizable.
Recommendations
The findings from this study resulted in recommendations for preschool program
directors, preschool developers, and school districts. There are three recommendations
for preschool program directors and preschool developers. In addition, there are five
recommendations for school districts. There are three recommendations for future
research.
The first recommendation for preschool program directors and preschool
developers would be to advocate and ensure that a team of stakeholders collectively
evaluate a variety of detailed curriculum to identify the integration of SEL within a
preschool core curriculum. Using a detailed curriculum with embedded SEL is key to the
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success of preschool students in a classroom setting (Belfield et al., 2015). According to
Belfield et al. (2015), when a classroom teacher uses an evidenced-based SEL program,
students excel academically and develop positive social behaviors. The application of
embedded SEL within a classroom setting can also provide meaningful and strategic
professional development, a progress monitoring system, and additional coaching
support, which eventually improves SEL skills for students in a classroom setting
(Bridgeland et al., 2013). The participants in this study used the HighScope curriculum,
but there are other detailed curricula that should be examined to identify the appropriate
academic supports for a preschool program. Moreover, once the integrated SEL
curriculum has been approved by a school district, intensive training should also be
considered for all stakeholders. Sandilos et al. (2020) stated that having an SEL
intervention focus along with intensive training can serve as a shield against classroom
teacher burnout when dealing with challenging behaviors in a preschool classroom
setting. According to Murano et al. (2020), teacher SEL skills are necessary for
preservice and in-service classroom teachers to effectively provide SEL support for
students. In addition, Murano et al. (2019) stated that teacher SEL competencies should
be assessed and incorporated into a teacher training program and professional
development courses to monitor growth and development in this area.
The second recommendation for preschool program directors and preschool
developers would be to ensure that conflict resolution skills are embedded in classroom
teacher lesson planning and used consistently inside and outside of the classroom
(Gómez-Leal et al., 2009). In addition, conflict resolution is a tool that is needed to
support real-world issues and problems that can occur throughout life. Research by

138

Burchinal et al. (2020) recommended that a greater emphasis should be focused on
cognitive and social-emotional embedded strategies in classroom lessons when
instructing early childhood students.
It is also recommended that conflict resolution skills be consistently taught
throughout the day within the classroom setting and also beyond the classroom.
Preschool program directors and preschool developers should support preschool
classroom teachers in maintaining and developing consistent conflict resolution skills
within an early childhood classroom setting. Therefore, training and monitoring of lesson
plan development may be needed during the beginning stages of developing lesson plans
with embedded conflict resolution skills (Ashdown & Bernard, 2012). If classroom
teachers develop effective lesson plans with embedded conflict resolutions skills,
teachers can aid in helping students’ problem solve independently and peacefully without
relying on an adult every time a problem arises inside and outside of the classroom
setting. According to Ashdown and Bernard (2012) research indicates that a child’s
social-emotional skills can improve through explicit SEL instruction. Thus, causing their
skills in SEL strategies and academic achievement to increase tremendously. Also, if
classroom teachers consistently embed conflict resolution skills within their classroom
settings, they can develop family-friendly workshops to support the need for conflict
resolution skills to be mastered in the café, on the bus, at home, and at a variety of other
locations.
In addition to the two recommendations for preschool program directors, there are
four recommendations for school districts. The first recommendation for school districts
is to emphasize the importance of providing awareness activities and family-friendly
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trainings and workshops for parents regarding how to use embedded classroom strategies
at home. According to Zinsser et al. (2014), interactive SEL, involves modeling and
teaching the same concepts daily to increase the growth and development of SEL skills in
a classroom setting. Therefore, it is recommended that using interactive SEL can provide
support for students who need it in the classroom as well as outside of the classroom
walls. Additionally, according to Dyson et al. (2019), when you align SEL strategies with
a curriculum, students are able to share their lived experiences and classroom teachers are
able to gain knowledge from those experiences to assist the student’s SEL needs. This
knowledge can then be passed on to families and caregivers to support the student.
The second recommendation for school districts is that the districts will need to
support creative and productive ways for families and caregivers to share in the growth
and development of their child’s SEL skills through awareness activities. If districts
create embedded opportunities in the classroom for parents to support the development of
their child’s SEL needs, parents will benefit from having the support and resources to
help their children to become self-regulating at an early age. According to CASEL
(2017), preschool teachers and instructional coaches cannot do this work alone.
Therefore, when parents work collaboratively with classroom teachers,
instructional coaches, and social workers they are able to support the SEL needs of the
whole child (Effrem & Robbins, 2019). Saxe and Powell (2006) defined SEL strategies
as social tools taught by classroom teachers and parents to support students with
challenging SEL needs. Many classroom teachers believe that they should have a
personal, professional, and collaborative connection with parents to support SEL needs of
students in classroom settings (Humphries et al., 2018). Finally, Durlak et al. (2014)
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stated that it is advantageous for classroom teachers to use tools to remove barriers and
educational obstacles in communities to support students in classroom settings with SEL
strategies.
The third recommendation would be to ensure that classroom teachers, coaches,
and parents are supported by an individual or agency that can support a child with
challenging needs. If a preschool program or school district does not have supports within
its organization or school community, other social-emotional resources should be
considered. It is critical and vital that students with challenging needs have the
appropriate resources from a social worker or a partnering community agency to support
the social and emotional needs of the whole child. In doing so, a child’s need can be fully
met at home, in the classroom, and in the community.
The fourth recommendation would be for school districts to advocate and
understand the effectiveness of instructional coaches who support preschool teachers in
classroom settings with SEL-embedded strategies. According to Skiffington et al. 2011,
strategic and timely, effective coaching aids in providing classroom teachers with an
opportunity to reach their highest potential in the classroom. Coaches provide support
and help classroom teachers to understand data. Also, effective coaches have core
competency skills to instruct and provide resources (Skiffington et al., 2011). Coaches
who are effective have a deep-rooted understanding of how to integrate child
development skills with curriculum. Effective instructional coaches use research-based
strategies to help classroom teachers to become reflective of their practices, identify
teacher strengths and areas that need improvement (Skiffington et al., 2011).
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Finally, embedded professional development allows instructional coaches to
create classroom learning labs to support and assist classroom teachers with learning new
knowledge (Skiffington, et al.,2011). These opportunities create effective coaching
experiences in classroom settings. Thus, school districts need to understand that
instructional coaching plays a vital role in supporting students and teachers to receive the
necessary assistance in preschool classroom settings by creating effective and embedded
coaching opportunities (Knight, 2009). Therefore, the role of an instructional coach in a
classroom is necessary to help with challenging behaviors in a classroom setting.
Future Research
First, future researchers should examine the team approach that occurs within a
preschool classroom setting. There seems to be a connection between the home, school,
and community according to CASEL (2017). Given that the study focused solely on
preschool classroom teachers and instructional coaches, it would be beneficial to explore
the lived experiences of social workers and parents as they support the SEL development
of preschool students with challenging behaviors in a classroom setting. This knowledge
would help others to identify best practices for utilizing a team approach while
supporting SEL in preschool classroom settings in the home and community.
The second consideration for future research is to review various preschool
curricula to identify how many detailed curricula have embedded SEL strategies to
support challenging students. This type of research may give preschool program directors
and preschool developers the knowledge necessary to find an appropriate curriculum that
is research based with embedded SEL strategies for early childhood students.
Additionally, if preschool developers and preschool directors have access to such
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research-based curricula, preschool classrooms would have an opportunity to use
successful curriculum that supports the growth and development of SEL skills for early
childhood students, while also engaging in successful classroom instruction.
Finally, the third recommendation would be to include parents and social workers
in a study of this nature. Based on this research study, it can be determined that hearing
the lived experiences of the entire team would be beneficial to understanding how
students with challenging behaviors are supported in a classroom setting with SEL
supports.
Conclusion
This research identified the importance of children who need to have the ability to
understand their own social and emotional journey as a child. Students who have a sense
of awareness about their needs and social skills develop a love of learning in the
classroom (Cohen, 1999, Jones & Doolittle, 2017). According to Nathanson et al. (2016),
SEL skills help to build the skills needed to manage feelings and emotions. However,
classroom teachers state that it is difficult to embed SEL throughout the day in classroom
settings. Thus, an instructional coach must be able to model SEL evidence-based
strategies to support a classroom teacher with students who have severe emotional
behaviors. Finally, according to Durlak et al. (2015), SEL provides the necessary
competencies to advance academic success and the growth of social awareness.
The literature reveals that an effort has been made over the past 25 years to
understand the emotional intelligence of human beings (Salovey & Mayer, 1990). In
order for SEL to be successful, it has to align with the cognitive needs of the individual.
Therefore, based on a substantial amount of research data on SEL, a teacher’s
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relationship with a student can improve when SEL is integrated strategically within a
curriculum (Gunter et al., 2012). In addition, when SEL is embedded within a curriculum,
it creates an opportunity for preschool students to obtain school readiness skills
(O’Connor, 2017).
The current literature also provided an in-depth assessment of how it relates to
SEL strategies, the preschool classroom teacher, and the role of a coach in a classroom
setting. Studies revealed the challenges that may occur in a preschool classroom setting,
such as suspensions and severe behavioral concerns, along with effective research-based
strategies that provide support for preschool students in a classroom setting.
Qualitative methodology was used to investigate the research questions connected
to this study. Semi-structured, Zoom interviews were conducted with three seasoned
preschool teachers and three instructional coaches. A gap in the literature showed that
there was little research done on the lived experiences of preschool teachers and
instructional coaches regarding their experiences with curriculum-embedded SEL
strategies for preschool students with challenging needs. Additionally, there were several
themes that emerged through the data collection to address the three research questions.
Themes covered areas such as SEL, morning meetings, collaboration, and conflict
resolution.
The findings from this research study conclude that SEL-embedded strategies can
be implemented with efficacy when modeled and supported by an instructional coach. A
strategic curriculum with SEL-embedded, research-based strategies increases a student’s
ability to self-regulate and problem solve. Conflict resolution support is necessary and
should be implemented within a classroom setting by an effective, skilled instructional
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coach who is familiar with research-based practices. Additionally, there must be a team
approach when supporting a child with intensive needs in a classroom setting. The social
worker and instructional coach, in collaboration with a caregiver or family member,
create the support needed for a child with challenging behaviors. The social worker and
coach are able to provide embedded SEL support in the classroom for teachers and
students.
In conclusion, this study has implications for executive leaders in school districts
and preschool programs. School districts and preschool program directors need to
become familiar with the current research as it relates to the application of SELembedded, research-based training and support for students with intensive behaviors. It is
critical that preschool classroom teachers receive intensive embedded training within the
classroom setting to support challenging behavioral concerns that may arise.
Executive leaders should advocate at the district and preschool program level to
ensure that classroom teachers are provided with the necessary tools, resources, and
support to deliver a meaningful and rewarding experience for preschool students.
Executive leaders need to also consider the team approach when supporting a child with
social and emotional needs. The care giver, social worker, classroom teacher, and
instructional coach are vital to the success of SEL being implemented with fidelity in a
classroom setting.
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Appendix A
Collaborative for Academic, Social, and Emotional Learning Competencies

Note. Adapted from “What is the CASEL Framework: A Framework Creates a
Foundation for Applying Evidence-Based SEL Strategies to Your Community,” from the
CASEL website, January 2017.https://casel.org/fundamentals-of-sel/what-is-the-caselframework//
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Appendix B
Woodruff (2007) Instructional Coaching Scale

Note. Adapted from “Instructional Coaching Scale,” by S. K. Woodruff, 2007. Susan K.
Woodruff Instructional Coaching Group.
http://effectiveeducationalcoaching.weebly.com/uploads/2/3/5/6/23564284/icg_woodruff
_scale.pdf
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Appendix C
NYSED (2015) New York State Memorandum on Preschool Suspensions
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Appendix D
The Teaching Pyramid Model

Note. The Teaching Pyramid Model is used to support social competencies to address
preschool students that have challenging behavioral problems. Adapted from “Coaching
Early Childhood Special Educators to Implement a Comprehensive Model for Promoting
Young Children’s Social Competence, by L. Fox, M. L. Hemmeter, P. Snyder, D. P.
Binder, & S. Clarke, 2011, Topics in Early Childhood Special Education, 31(3), 178–
192. https://doi.org/10.1177%2F0271121411404440
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Appendix E
The Teaching Observation Pyramid Tool

Note. Teaching Observation Pyramid Tool for executing behavioral practices within
preschool classroom settings. Adapted from “Coaching Early Childhood Special
Educators to Implement a Comprehensive Model for Promoting Young Children’s Social
Competence, by L. Fox, M. L. Hemmeter, P. Snyder, D. P. Binder, & S. Clarke, 2011,
Topics in Early Childhood Special Education, 31(3), 178–192.
https://doi.org/10.1177%2F0271121411404440
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Appendix F
Informed Consent Form

Statement of Informed Consent for Adult Participants
An Examination of Strategies for Social-Emotional Learning
in
Preschool Classroom Settings
SUMMARY OF KEY INFORMATION:
•

You are being asked to participate in a research study for social-emotional learning
in preschool classroom settings, participation is voluntary.

•

The purpose of this proposed study is to examine strategies and practices that
instructional coaches implement in a preschool classroom to successfully address
social-emotional learning for preschool children with intensive behavioral needs.
The study will seek to identify and analyze the experiences of coaches and teachers
involved with evidence-based social-emotional strategies and instructional
practices to support the needs of challenging students.

•

Approximately 6 people will take part in this study. The results will be used for the
completion of the researcher’s dissertation.
If you agree to take part in this study, you will be involved in this study for one
individual interview, lasting between 45–60 minutes.
If you decided to participate, you will be asked to sit for one, 45–60 minutes long
individual interview. The interview will take place face to face Zoom virtual
interview at a time that is convenient for you.
We believe this study has no more than minimal risk. Minimal risks or
inconveniences include sitting for up to an hour to participate in an interview.
You may not directly benefit from this research; however, we hope that your
participation in the study may help contribute to the development and
implementation of professional development for districts, schools, and educators.

•
•
•
•
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DETAILED STUDY INFORMATION (some information may be repeated from
the summary above):
You are being asked to participate in a research study on the examination of social-emotional
learning in preschool classroom settings. Your interview will be conducted at a mutually
agreed upon time. This study is being conducted by: Eva J. Thomas, supervised by Dr. Marie
Cianca, in the Executive Leadership Doctoral Program at St. John Fisher College.
You were selected as a possible participant because of your experience as a preschool teacher
or instructional coach for preschool classrooms. Please read this consent form and ask any
questions you have before agreeing to be in the study.
PROCEDURES:
If you agree to be in this study, you will be asked to do the following:
If you decide to participate, you will be asked to sit for one individual interview. The virtual
Zoom interview will last 45–60 minutes. The researcher may follow up with you if there is a
need for clarification of your responses. The interview will be audio-recorded through a face
to face virtual Zoom meeting. Agreement to be audio recorded is required for participation
in this study.
COMPENSATION/INCENTIVES:
You will receive compensation/incentive. Gift cards will be distributed to interview
participants by mail at a preferred location requested by the participant. Gift cards will be
distributed to interview participants by mail at a preferred location requested by the
participant. Gift cards will be distributed to interview participants by mail at a preferred
location requested by the participant.
CONFIDENTIALITY:
The records of this study will be kept private and your confidentiality will be
protected. In any sort of report, the researcher(s) might publish, no identifying
information will be included. Click or tap here to enter text.
Identifiable research records will be stored securely and only the researcher(s) will have
access to the records. All data will be kept on a password protected laptop or in a locked
filing cabinet in a private office by the investigator(s). All study records with identifiable
information, including approved IRB documents, tapes, transcripts, and consent forms, will
be destroyed by shredding and/or deleting after 3 years. Audio recordings will be accessed
by the researcher and a transcription service. Pseudonyms will be used during interviews.
Recordings will be erased after three years.
VOLUNTARY NATURE OF THE STUDY:
Participation in this study is voluntary and requires your informed consent. Your decision
whether or not to participate will not affect your current or future relations with St. John
Fisher College. If you decide to participate, you are free to skip any question that is asked.
You may also withdraw from this study at any time without penalty.
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CONTACTS, REFERRALS AND QUESTIONS:
The researchers(s) conducting this study: Eva J. Thomas. Eva J. Thomas. Eva J. Thomas. If
you have questions, you are encouraged to contact the researcher(s) at
________@sjfc.edu. Advisor: Dr. Marie Cianca, St. John Fisher College,
_______@sjfc.edu.
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Appendix G
Preschool Teacher Interview Protocol
Thank you for agreeing to participate in this interview today. The purpose of this
interview is to learn more about your experiences with challenging behaviors and
effective social-emotional strategies in the classroom with students and an instructional
coach. I have prepared questions that I will pose to promote an enriching discussion
between you and me. I may ask follow-up questions as needed. Overall the interview
should last approximately 45 to 60 minutes. As a reminder, the information in the study,
will remain confidential. I will not use your name and will avoid reporting information
that could be linked back to you personally. This interview will be audio-recorded
through a virtual Zoom meeting. The recording and notes related to this interview will be
stored securely and then destroyed 3 years after this study has been completed. Are there
any questions before we begin?
Interview Questions
1. Tell me about the integration of social-emotional learning in your preschool
classroom.
a. Are SEL strategies part of the classroom and your lesson planning?
b. How is that developed?
c. Is there any collaboration involved?
2. Tell me about the evidence-based SEL strategies in your classroom setting?
a. How have these evidence-based strategies affected classroom instruction with
challenging students?
b. Were the evidence-based strategies helpful? If so, please explain why they were
helpful?
c. How has embedded support in the classroom for SEL affected your teaching
practices as a classroom teacher with challenging students?
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3. As a classroom teacher, please describe how effective the evidence-based strategies
are in a classroom setting with behavioral student needs?
4. How do you know that the strategies are effective in the classroom setting?
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Appendix H
Instructional Coach Interview Protocol
Thank you for agreeing to participate in this interview today. The purpose of this
interview is to learn more about your experiences with challenging behaviors and
effective social-emotional strategies in the classroom with students and preschool
classroom teachers. I have prepared questions that I will pose to promote an enriching
discussion between you and me. I may ask follow-up questions as needed. Overall the
interview should last approximately 45 to 60 minutes. As a reminder, the information in
the study will remain confidential. I will not use your name and will avoid reporting
information that could be linked back to you personally. This interview will be audiorecorded through virtual Zoom meeting. The recording and notes related to this interview
will be stored securely and then destroyed 3 years after this study has been completed.
Are there any questions before we begin?
Interview Questions
1. Tell me about the integration of social-emotional learning in the classroom as an
instructional coach.
a. Are SEL strategies part of your lesson planning for classroom teacher support for
challenging students?
b. How is that developed?
c. Do you collaborate with the classroom teacher? If so, how is this done?
2. Tell me about the evidence-based SEL strategies in the classroom that you support as
an instructional coach.
a. How have these evidence-based strategies affected the coaching support that you
provide for classroom teachers that work with challenging students?
b. Were the evidence-based strategies helpful for classroom teachers? If so, please
explain why they were helpful?
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c. How has embedded support in the classroom for SEL affected your coaching
practices as an instructional coach?
3. As an instructional coach can you describe how effective the evidence-based
strategies are in a classroom setting with behavioral student needs?
4. How do you know that the strategies are effective in the classroom setting?
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Appendix I
Invitation Email to Potential Participants
To: Preschool Classroom Teachers and Technical Support Teachers
From: Eva J. Thomas, Doctoral Student

My name is Eva Thomas, and I am a doctoral student in the Executive Leadership
Program in the Ralph C. Wilson Jr. School of Education at St. John Fisher College of
Rochester, NY. I am conducting research to gain an in-depth understanding of how
social-emotional coaching strategies are used in preschool classroom settings to support
challenging behaviors in the classroom. Participants need to have at least two years of
experience in preschool education and experience supporting students with challenging
behaviors. If you are willing to be considered as a participant in this study, there is a
consent form to complete so that I may interview you. Your participation is voluntary,
and your responses are completely confidential. If you are interested in participating,
please contact me by phone or by email. I will review the consent form and selection
criteria with you and will include your name in a list of interested preschool teachers and
instructional coaches. I will then be selecting teacher and coach volunteers by date of
expressed interest from each of the three types of preschool settings in the study. There
will be a total of 6 participants. After informed consent is received, I will contact you to
schedule a mutually convenient, 45–60-minute interview. Once you have been selected
from those who express interest in the study, I will contact you with further details.
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The virtual Zoom interview will be conducted in a location that is comfortable
and private for both the interviewee and the interviewer. For participation in the study,
you will receive a $10.00 Starbucks Gift Card for your time. To read and complete the
consent form, please open the attachment above.
I sincerely appreciate your consideration of my request to participate in an
interview. Please feel free to contact me by phone, if you have any questions.

Thank you,
Eva J. Thomas
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